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ABSTRACT
An Alternative Educational Environment for
Behaviorally Disordered Adolescents
September 1981
Barbara Lee Brown, B.S., University of Wisconsin
M.Ed., University of Massachusetts
Ed.D., University of Massachusetts
Directed by: Dr. Robert L. Sinclair
A substantial number of secondary students are inadequately
served by our schools today in spite of the recent movement toward
mainstreaming and the expansion of special education services. The
traditional program options for treatment of behaviorally disordered
adolescents are costly residential or day placements which remove
students from the educational mainstream and from the home and commun-
ity settings. With decreasingly available resources, a need exists to
develop alternatives that can meet the unique needs of learners in
least restrictive environments. Mainstreaming means creation of pro-
grams for adolescents experiencing learning and behavioral difficulties
characterized by individualized and personalized approaches.
In recognition of the need to develop alternatives for behavior-
ally disordered adolescents and of the positive connotations of main-
streaming for the equal and successful education of all students, an
alternative program involving the school, home, and community was
designed, implemented, and evaluated for selected students. The re-
search objectives that guided the study were:
1) to conceptualize a model for the development of
programs for behaviorally disordered adolescents.
2) to determine priority needs of selected behaviorally
disordered adolescents.
3) to define goals and objectives to meet needs.
4) to design learning opportunities to accomplish goals
and objectives.
5) to implement the program and to gather information about
its effectiveness.
6) to provide recommendations for program improvement and
for the generation of options for behaviorally disordered
adolescents
.
The study was conducted by first conceptualizing a model for an
alternative program. The model was then applied to seven selected
adolescents who exhibited a range of behavior problems. Next, the
program was implemented and evaluated to determine its effectiveness.
Finally, recommendations for program improvement and further research
were advanced.
The findings suggested that the program was successful in de-
signing a meaningful educational environment for selected behaviorally
disordered adolescents. Students met achievement criteria on three
priority objectives. The mean grade-point average gain over one
semester was .46. The average number of credits earned increased from
17.25 to 27.43. Disciplinary referrals decreased from a mean of 4.86
to 2.56. Staff rated all aspects of the program better than "average"
with strengths in consistency, structure, comprehensiveness, and mon-
itoring of progress. Weaknesses included lack of parental involvement,
career education, and vocational goals. Students rated classes,
the
afternoon component, and recreation better than "average" and
noted
viii
improvements in their grades, behavior, ability to work in a group,
general attitude, and use of free time. Parents rated all learning
opportunities better than "average" with strengths in supervision,
structure, and the relationship between the counselor and the student.
The important message in this study is that in order for our
educational institutions to meet their responsibilities in a democratic
society, the schools must integrate behaviorally disordered adolescents
into the ongoing educational environment without segregating them from
the social and academic conditions in which they are expected to func-
tion constructively and meaningfully. If educators ignore their respon-
sibilities to these youth, they will overlook the possibility that the
educational environment is a contributing factor in this behavior.
Educators must accept their responsibilities for adjusting and altering
the educational conditions in order to match the unique characteristics
of the learners with the environment. Only then will schools move in a
positive direction toward maintaining equal educational opportunities
in contemporary society for all students, even for those who are a bit
different from the majority.
ix
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CHAPTER I
Statement of the Problem
A significant number of secondary school students are unable to
benefit from a traditional school structure.^ For a variety of
reasons, these students are failing academically and are repeatedly
involved in disciplinary actions. The problem of providing viable
learning options in an appropriate educational environment for high
school students who are experiencing academic and behavioral diffi-
culties is a curriculum priority for school administrators, parents,
and teachers. This need to create options for high school students is
reflected in recent state and federal special education legislation.
Massachusetts Chapter 766 enacted September, 1974 and Public Law 94-142
enacted September, 1978, qualify students for special services who
are not performing successfully within the school setting due to
emotional, physical, perceptual, and/or learning problems. The regu-
lations from both pieces of legislation were based on the parity of
educational opportunities for all students, the elimination of dis-
criminatory testing and placement procedures, the reduction of labeling
of students, and the provision of services for students with special
needs within the least restrictive environment.^ Increasing numbers of
students are being referred for evaluations and the schools are faced
with the reality of providing an alternative to the regular educational
program. State and federal legislation has the potential to dramatic
ally change the educational prospects for this previously neglected
2secondary level group. Special educat.ion personnel, school admin*
istrators, parents and teachers are beginning to direct attention
toward the development of educational programs and procedures that are
suitable for troubled youth.
^
Although this recent legislation states that all students must
be served by the public schools, the "how to's" of program development
are in beginning stages, and it may take years to generate realistic
options. Historically, individuals with behavioral difficulties were
systematically abused, neglected, and/or excluded from important seg-
ments of society.^ The first real efforts within the United States to
educate exceptional children occurred in the latter half of the nine-
teenth century with the establishment of residential schools. A
majority of these schools, however, did not address the needs of
emotionally or behaviorally disordered students.^
By the late 1960 's and 1970' s, public educational programs for
handicapped children were provided in most local communities but,
unfortunately, youth with emotional and behavioral problems were often
neglected by the schools. Expulsion or placement in a residential
facility were the most common practices for dealing with behaviorally
disordered adolescents. "As late as 1976, the National Advisory Com-
mittee for the Handicapped estimated that 81% of the nation's emotion-
ally disturbed children were not being served by the nation's public
schools. Of those served, most students fell into the mild to moderate
range and almost all were of elementary age.
In researching programs for behaviorally disordered adolescents,
Nelson and Kauffman found a paucity of published information on
the
3secondary level student.^ Similarly, Brown and Palmer, in reviewing
programs for the emotionally disturbed, state:
. .of all age
groups, the education of the secondary level emotionally disturbed
child appears to be the most neglected by special education." Programs
focused on the skills and competencies necessary for setting up quality
educational programs at the secondary level simply do not exist in most
areas of the country.®
Public education is faced with the responsibility of providing
more viable options in an appropriate educational environment for
adolescents who are alienated from secondary schools. Special educa-
tion legislation mandating services for emotionally disturbed or be-
havioral disordered youth provides the needed impetus for the creation
of optional school programs.
This study centers upon the development of an alternative program
that responded to the needs of selected "special needs" students who
were disconnected from the secondary school curriculum. The study
addresses the growing need to develop educational options to tradi-
tional school programs. A program was designed for adolescents who
needed a more restrictive program prototype due to emotional and be-
havioral problems as determined by a full TEAM evaluation.® The pro-
gram was evaluated in order to determine its effectiveness. Knowledge
generated from this study will hopefully provide data for decision
makers about solutions to the problems of students who are not success-
ful within the present school structure.
AStatement of the Purpose
The purpose of this study was to design and field test an alter-
native educational environment for selected secondary school students.
The selected students were identified as having "special needs" due
to emotional factors that resulted in behavior problems.
First, the researcher conceptualized the program. Second, the
program was field tested and evaluated to determine its effective-
ness in meeting selected cognitive, affective, and occupational needs
of the identified students. Finally, recommendations were made for
the improvement of the program and for the generation of other alter-
natives for behaviorally disordered adolescents.
Specifically, the research objectives that guided the study
were
:
1) to conceptualize a model for the development of programs
for behaviorally disordered adolescents.
2) to determine the priority needs of selected behaviorally
disordered adolescents.
3) to define goals and objectives to meet identified needs.
4) to design learning opportunities to accomplish stated
goals and objectives.
5) to field test the program and to gather the following
information about its effectiveness:
the extent to which three selected objectives
were accomplished by each student;
staff perceptions of the programs’ effectiveness;
student perceptions of the program's effectiveness;
parent perceptions of the program's effectiveness
56) to provide recommendations for program improvement and for
the generation of options for behaviorally disordered
adolescents
.
Definition of Terms
The definitions of several key terms, as used in the study
follow.
Adolescence . The stage of development that occurs between
childhood and adulthood encompassing a specific set of physical and
psychological changes. Strang describes this developmental stage as a
transitional period where youth find themselves caught between a desire
for independence and competence while at the same time wanting the
"security and irresponsibility of the very young.
Alternative Educational Environment . An environment that is
traditionally unavailable within the regular and/or special educational
services within a secondary school. For the purposes of the present
study, the alternative environment includes the home, the school and
the community.
Mainstreaming . Brenton defines raaintstreaming as "the movement
of children from segregated self-contained special classes to the
regular education program. Mainstreaming is the instructional and
social integration of eligible exceptional children with normal peers.
based on an ongoing and individually determined educational planning
and programming process.
Students with Special Needs . A student, "... because of
temporary or more permanent adjustment difficulties or attributes
arising from intellectual, sensory, emotional, or physical
factors.
6cerebral dysfxinctions
,
perceptual factors, or other specific learning
impairments, or any combination thereof, is unable to progress effec-
tively in a regular education program and requires special educa-
tion.'*^^ Those students selected for the present study have been
judged to require special education due to primary emotional diffi-
culties. In order to be selected for the program, students underwent a
full TEAM evaluation via Massachusetts 766 evaluation procedures. A
full evaluation consisted of assessments in the following areas:
psychological, home, medical, educational and any other assessment (s)
deemed necessary by the team (e.g., psychiatric, neurological). A
determination of "special needs" was made prior to their acceptance
into the Alternative Program. The term "special needs," for the pur-
poses of this study, will be used interchangeably with "behaviorally
disordered," "troubled," or "emotionally disturbed" youth.
Assumptions
Certain assumptions about adolescents and about mainstreaming
"special needs" youth guided the development of the alternative high
school program. Those assumptions have been included here for in-
creased clarity and understanding:
There exist a number of students who do not or will not
have the prerequisite skills necessary for independent living
and decision-making at the termination of their school
careers. Therefore, curriculum was designed that addressed
the need for development of independent living and decision-
making skills.
Some students need, and in many cases desire, a curriculum
and organizational structure that is well defined and thought
out. Due to the size of most high schools and to the
unavail
ability of extensive monitoring devices, such provisions
for
7structure are usually nonexistent. A change in program
structure was another consideration in the development of an
alternative program.
The milieu of the school where adolescents mix on a regular
basis can have inherent positive qualities which make them a
part of a distinct subculture and can be a valuable expe-
rience in terms of identification and the discovery of the
self.
Therapeutic assistance is necessary for many students to deal
with the rapid transition from childhood to adolescence when
distress goes beyond the merely situational. With the
selected population for this study, therapeutic assistance
was a consideration.
The family has a definite role to play for many students
throughout adolescence and should receive practical assis-
tance and support during that important period of growth.
The community has a definite role to play in assisting
students in developing a sense of purpose through such
avenues as community service activities, internships in
public agencies, public action, experience-based opportu-
nities, and regular jobs. The alternative program within
this study attempted to utilize the community so that the
likelihood of behavior change generalizing to the community
setting would be increased.
These six assumptions about school learning and the nature of
the adolescent gave direction to the present study. For the student
who is not profiting from the traditional secondary school environment,
an alternative involving the community, the home and the school was
designed to attend to the needs of selected "special needs" students.
Significance of the Study
Alternative school programs for the behaviorally disordered
adolescent are a subject of increasing concern throughout the nation.
To date, the number of options for troubled youth within public schools
has been limited. We have seen the development of alternative schools,
8day programs and residential facilities to meet identified needs.
However, little work has been done to design a program that would
involve both the school and the community in programming for "special
needs" youngsters. This study is significant in three ways:
The study retains students in their present environment
while attempting to create a program option that is
less expensive than traditional day or residential
placements. In the past, students who were not functioning
due to emotional and/or behavioral difficulties were candi-
dates for residential or day placements. Residential pro-
grams cost a school system considerable sums of money. In
addition, residential programs removed the student from the
home, community, and school environments. While behavior
change sometimes occurred within the residential facility,
that behavior change often did not generalize to the home,
community, and school settings. This study offers an option
intended to be more cost effective for public education than
traditional day or residential placements for behaviorally
disordered students.
The study suggests directions for further research in the
field of special education and provides a methodology for
designing program options for behaviorally disordered
youth. The process of developing an alternative program
is useful for practitioners who want to design alternatives
for alienated youth within school settings. Although the
study was not intended to add data for generalizing to the
field of special education, it provides ideas about learning
options for troubled youth within our secondary schools.
The study is consistent with the intent of federal and state
special education legislation. It gives credence to the
idea that there is value in maintaining program capabilities
within our secondary schools. Involving the school in
programming is consistent with the philosophy of Massachu-
setts Chapter 766 and Public Law 94-142 which encourage
placement of students within the least restrictive program
prototype. The alternative program qualifies as a public
school program which is less restrictive than day or resi-
dential placements. By retaining public school programming
for students, they are given a sense of social identity and
appropriate peer models.
9Delimitations
The following two delimitations should be kept in mind when
interpreting the results of the study. First, due to the nature of the
study, the field test data will not generalize beyond the students
within the sample. The purpose of the study is not to infer any
cause-effect relationships but rather to develop, implement, and
evaluate an alternative educational environment for behaviorally
disordered adolescents.
Second, the number of students sampled is seven. With so small
a sample, it is more difficult to suggest with a high level of confi-
dence that the designed alternative is appropriate even for students
with similar difficulties. However, recommendations about the improve-
ment of the program and about the process used to develop the program
can be generated from the resulting data.
Research Design
The research design is presented according to the six research
objectives that guided the study. Specifically, each research objec-
tive is stated and the research methodology is presented.
Research Objective # 1 :
To conceptualize a model for the development of programs
for behaviorally disordered adolescents.
Research Methodology
First, the researcher designed a model for the development
of an alternative program. The model was presented graphically
and each component of the model and their interrelationships were
10
discussed. Next, the researcher applied the model in preparation
for the field test.
Research Ob.jective J2:
To determine the priority needs of selected behaviorally
disordered adolescents.
Research Methodology
First, the students for the program were selected. The
criteria for consideration included: 1) a determination of
"special needs" due primarily to emotional and/or behavioral
difficulties; and 2) evidence that traditional program
options within the regular and special educational service
delivery system had been exhausted.
Second, the researcher asked a representative sample of
school personnel who had contact with the selected students
to participate in identifying student cognitive, affective and
occupational needs to be met by the alternative educational
program. The representatives included: teachers, counselors,
social workers, psychologists and administrators.
Once the group of representatives was formulated, the
researcher asked each member to attend a meeting for the pur-
pose of brainstorming a list of student needs that, if met,
would enable students to connect and function successfully
within the school environment. During the first meeting,
everyone was asked to contribute ideas about student needs
as they related to school adjustment and success. The meeting
took the form of dialogue with the researcher recording
11
Ideas and needs. A list, was generated and each need was
read aloud to check for item accuracy and the list's compre-
hensiveness .
Third, the researcher developed a questionnaire for the
purpose of obtaining consensus on each need and placing the
needs in priority order. The questionnaire was distributed
to representative staff members from the initial meeting.
They were asked to read the list and to check off every
behavior that they thought indicated an appropriate student
need. In addition, they were asked to circle five needs
that they considered to be the most important. The researcher
assigned a weight of five points for each circled need. Each
need then had a score. Those needs that received the highest
score determined the behaviors that were deemed most important
to this group of professionals. The resultant needs list
indicated those behaviors in priority order that needed atten-
tion for the design of a program that would enable adolescents
to successfully connect with a school environment.
Research Objective # 3 :
To define objectives to meet identified needs.
Research Methodology
After determining priority needs, the needs were organized
into four categories: social skills, living skills, learning
and critical thinking skills, and recreation skills. The
researcher then developed student-centered goals and objectives
to meet priority needs. Social skills were given the highest
12
priority followed by living skills, and finally recreation
skills. Goals and objectives were not written for learning
and critical thinking skills since they were included within
the existing high school curriculum.
Once the student-centered goals and objectives were completed,
the researcher again requested that involved school personnel
review the written product. School personnel were asked to
indicate in writing any revisions or additions they felt were
necessary for the list to be complete, accurate, and well
stated. Additional objectives and revisions were considered.
Research Objective #4 :
To design learning opportunities to accomplish stated
goals and objectives.
Research Methodology
First, the researcher reviewed the literature to identify
basic program elements that needed attention when designing a
program for behaviorally disordered adolescents. Next, the
researcher designed learning opportunities to accomplish stated
goals and objectives. Finally, the learning opportunities were
matched with the information from the review of the literature,
the stated program aims, and the identified student learning
needs
.
Research Objective #5 :
To field test the program and to gather the following
information about its effectiveness:
the extent to which three selected objectives
were accomplished by each student;
13
D staff perceptions of the program's effectiveness
j
student perceptions of the program’s effectiveness;
parent perceptions of the program’s effectiveness.
Research Methodology
In field testing the alternative program, several types of
data were gathered. First, continuous data were collected about
each individual’s progress toward three objectives judged to be
the most significant for each student by those teachers who
worked closely with the selected students. The degree to which
each student mastered the selected objectives was charted
throughout the program and descriptive case studies were written
for each student. The formative data assisted the program staff
in making modifications throughout the program.
Second, questionnaires were designed, validated, and field
tested. The final questionnaires were sent to staff, students,
and parents to gather perceptual data about the program’s
effectiveness. Data were used to identify those aspects of
the program that were considered successful and useful in helping
students. A Likert Scale as well as open-ended responses were
used to collect information on the questionnaires. Although data
were reported about program components, attention was given to
the possibility that it might have been the interaction among
components that was responsible for change.
Research objective #6 :
To provide recommendations for program improvement and
for the generation of options for behaviorally disordered
adolescents
.
14
Research Methodology
The researcher summarized the individual and group data.
Charts were presented to illustrate the extent to which each
student mastered the three selected objectives. Information
from the questionnaires were presented and analyzed using
descriptive statistics. Data gathered and summarized throughout
the program and at its conclusion were used to provide
programmatic recommendations and to suggest additional
options for adolescents exhibiting behavior problems.
The dissertation consists of five chapters. The first
chapter states the nature of the research problem. It determines the
puirpose of the study, defines key terms, states assumptions underlying
the study, states the significance and the delimitations of the study
and describes the research procedures used.
Chapter 2 contains a review of literature on programs for
behaviorally disordered adolescents. The review of the literature
identifies program elements that have proven useful in the past
for developing programs of this nature.
Chapter 3 conceptualizes a model for the development of programs
for behaviorally disordered adolescents. The model is then applied
to prepare for the field test. Program aims are formulated, student
learning needs are identified, student-centered goals and objectives
are determined, and learning opportunities are presented.
Chapter 4 outlines the implementation procedures and presents
the data collected formatively and summatively. The degree to which
15
three objectives were accomplished is presented for each student as
well as participants' perceptions of the program's effectiveness.
Chapter 5 summarizes the study and provides recommendations
for further research. Directions for future use of alternative pro-
gramming for adolescents with behavior problems are advanced.
CHAPTER I I
The purpose of this chapter is to examine selected educational
programs for behaviorally disordered adolescents that have been suc-
cessful in promoting learning. Program elements that have contributed
to its success are identified. These elements are then used to guide
the development and implementation of the Alternative Program for
Behaviorally Disordered Adolescents that is conceptualized in Chapter 3
and field tested in Chapter 4.
Educational Programs for Behaviorally Disordered Adolescents
Hirshoren and Heller studied programs for behaviorally dis-
ordered adolescents by sending questionnaires to State Directors of
Special Education in fifty states plus the District of Columbia, Puerto
Rico, and American Samoa. Reporting a one-hundred percent return on
their questionnaire, the authors found three types of services avail-
able for adolescents with behavior problems. Special classes existed
within twenty-seven states. Resource rooms were prevalent in twenty-
two states and five states reported psychotherapy as the available
service for behaviorally disordered adolescents. Little data were
available about the effectiveness of each model and about the rate of
13 /
successful return of students to regular programs.
Outside of resource settings, special classes, and traditional
pyschotherapy
,
there seems to be a paucity of special education
16
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alternatives for the behaviorally disordered adolescent. Nelson and
Kaufman, in reviewing programs for delinquent and maladjusted students,
generally concluded that no approach or program has firmly established
efficacy and the number of planned programs is pitifully short of what
is needed. Another researcher states: "Until quite recently, educa-
tional services for adolescents with behavior disorders have been
neglected to a large extent. For the more seriously disturbed,
Northcutt and Tipton found that programs were generally limited to
detention centers and residential treatment facilities.^®
In examining programs for the adolescent with behavior problems
twenty-six programs were available within the literature. Thirteen of
Q
the twenty-six programs were appropriate to the study of adolescents.
A complete listing' of the programs in alphabetical order can be found
in Appendix A. The programs reviewed within this chapter are grouped
into three categories: residential programs, day programs, and main-
stream programs. A residential program provides services for its
students twenty-four hours a day. Residential programs are generally
costly and remove the student from the community, the public school
system, and the home environments. Day programs are private, segregated
settings where students attend school with students of similar handi-
caps. Day programs remove the student from the educational mainstream
but maintain them in the home and community environments. Mainstream
programs are generally housed within the public schools and integrate
students into regular classrooms and activities whenever possible.
0
Mainstream programs maintain the student in the community, the home
and the school environments.
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Residential Programs
A ranch in Texas, complete with a lake, a cave, longhorn cattle,
and deer, offers unique opportunities for behaviorally disordered
students. The purpose of the program is "to assist students in
decision-making, self-reliance, self-control, and improved self-
image."^'^ Ranging from six to fourteen years of age, students receive
academic and behavior training at the Education in Living Program. The
curriculum is individualized in traditional academic and related aca-
demic (hiking, swimming, and gardening) activities. The principles of
positive reinforcement, Glasser's reality therapy, and Maultsby's
self-counseling are among the theories used. Students attend the
residential program from Monday to Friday and return home for weekends.
Parent participation is encouraged through visitations and bimonthly
meetings. The authors stated that process and product evaluations
completed by outside consultants reported positive program outcomes.^®
The Edgewood Children's Center in Webster Grove, Missouri,
offers an eleven-month program to severely disturbed children and their
parents. The center delivers outpatient, day, and residential services.
Individual child-centered therapy, individual or group parent counsel-
ing, education, and recreation programs are available individually or
in combination.
Green Bay's Cooperative Approach for Programming for Emotionally
Disturbed Children provides resource, day, and residential services to
school-age youngsters considered emotionally disturbed. The program s
intent is to discover the methods and materials which enable students
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to master academic materials, and to develop the behavior controls
appropriate to the social systems that (s)he comes in contact with. An
evaluation and monitoring system is built in to assess the learner,
his/her environment, the learning taking place, and the quality of the
instruction.
Day Programs
The Delinquency Prevention Center provides intensive psycho-
educational evaluative services followed by an individualized academic
prescription to students from grades four to grades twelve. The pro-
gram's stated purposes include:
1. to alleviate delinquency through focused
educational environments for youth on the verge of ex-
pulsion;
2. to prepare students for re-entry into a regular school
environment;
3. to change unacceptable behavior while increasing positive
coping behaviors.
Individual and group counseling is available to the students as well as
individualized academic instruction. The program utilizes a token
economy system with specific behavioral criteria that is used to
determine an individual's readiness for re-entry into the regular
program.
Midvale, Utah, is the site of the Jordon Resource Center, a day
program for seriously disturbed students. There are five goals that
guide the program. They are:
to provide intense academic and behavioral remediation;1 .
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2. to support regular education's mainstreaming efforts;
3. to conduct in-service training for teachers with
emotionally handicapped students
;
4. to develop and evaluate special education curriculum for
emotionally handicapped students;
5 . to conduct research which will aid in updating and
improving educational programs
.
Parent education programs and counseling services are available to the
family. The program describes its approach as multimodal involving the
disciplines of medicine, physical therapy, occupational therapy, social
services, education, and behavioral psychology. Students receive
academic and behavioral programming and support services when deemed
necessary (e.g., counseling, occupational therapy). The staff also
receive ongoing inservice training and participate in developing and
evaluating curriculum for emotionally handicapped students. Research
is yet another function of the Jordon Resource Center.
Minneapolis, Minnesota, is the site of a program for junior high
school students with serious behavioral problems. The Minneapolis Pro-
gram proposes to aid individuals in developing sufficient coping skills
and behavioral controls so that they can return to the mainstream as
quickly as possible. Staffed with one coordinator, five teachers,
three social workers, one psychologist, and twelve child-development
technicians, the Minneapolis program utilizes contracts, point systems,
individual and group counseling, and community resources. The program
is described as interdisciplinary with extensive coordination and
23
monitoring procedures.
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Project Spring (Special People Realizing Individual New Goals)
located in Atlanta, Georgia, is a demonstration project that offers
diagnostic, educational, psychological, pyschiatric, and counseling
services to seventy-five seriously disturbed adolescents. Project
Spring is staffed with a social worker, a vocational rehabilititation
teacher, an educational coordinator, a half-time psychologist, and four
educational assistants. Curriculum is offered in survival and
vocational skills.
Students who do not respond to the usual consequences of a
traditional secondary school can attend Project Speed in Columbia,
South Carolina. The program is self-contained for a minimum of six
weeks followed by gradual reintegration into the mainstream when
students are ready. Eight goals guide the program. They are:
1) to increase academic achievement;
2) to decrease absenteeism, suspension, and expulsion rates;
3) to significantly improve responsible student behavior;
4) to provide a supportive academic environment;
5) to provide a demonstration classroom for teachers and
administrators
;
6) to provide workshop programs for teacher training;
7) to provide mini parent-training courses;
8) to develop a manual of therapeutic teaching strategies.
Operant conditioning, behavior modification, Glasser*s reality therapy,
and the works of Sol Adler and William Morse are techniques utilized by
the program. Data are kept on students' academic and behavioral
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performance and group interactions. A mini-training course for parents
is also available.^®
Mainstream Programs
A program for twenty junior high school students is de-
scribed by Wood, Buescher, and Denison. Entitled the "Alternative
Opportunities Program," it provides early intervention for "troubled"
and troubling" adolescents. The intent of the program is to prevent
adolescent involvement with the juvenile courts, to maintain adol-
escents in their home and school environments, and to redirect the
student's behavior toward a more successful lifestyle. Nine goals are
articulated. They are as follows:
1. to identify and provide early remedial and rehabilitative
services to those young people at the junior high school
level whose behavior and academic performance indicate a
propensity for serious school and community problems;
2. to maintain these students in their own home and school
environment where they may function in an atmosphere more
closely related to "normal" school life on a campus which
is an extension of the junior high school;
3. to intervene early enough in a troubled student's life to
prevent future involvement of juvenile authorities;
4. to establish and maintain a highly individualized
accredited curriculum geared toward student needs
,
and to
provide support services that would address problems not
necessarily related to the school setting;
5. to develop innovative techniques, ideas, materials, and
academic and social strategies that highlight individual
potential and build a framework for individual success;
6. to maintain consistent, firm, and fair standards of
behavior and performance;
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7. to reintegrate each student based on achievement,
motivation, and social adjustment into the mainstream of
school and community life;
8. to provide counsel and guidance as it pertains to
individual career development;
9. to demonstrate for the general public and to educate all
who are concerned about the welfare of children, that
early and full-service intervention may well prevent
future institutionalization, incarceration and public
liability. 26
The Alternative Opportunities Program describes itself as an eclectic
model built around the needs of its adolescents. It consists of three
major components: education, students support services, and guidance/
management instruction for parents and teachers. Students attend
academic classes in the junior high school for a portion of the day and
three hours daily at Camp Oakland for academic and nonacademic
(recreation, vocational, and social) activities. A full-time counselor
is assigned to the program to provide diagnostic, therapeutic, and
coordination services to students and their families. Consultation for
teachers is also available. Students responded favorably (fifteen out
of sixteen) to questionnaires and the mean number of absences was
reduced from 12.4 days per semester to 6.2 days per semester according
to the authors. The Alternative Opportunities Program proved to be a
viable early intervention program for "at risk" seventh graders. The
authors summarize:
The crucial components appear to have been the cooperation of the
school and school personnel, the voluntary nature of the placement
in the program, the adequate screening of students to eliminate the
severely disturbed, the inclusion of parents and others in the
children's life span in counseling and support, the focus on the
helping relationship with the students in all areas , and the
maintenance of a positive image for the program at the regular
junior high school.
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Resource services are available at East Detroit High School and
at the Educational Resource Center in Medford, Oregon, for students
with emotional, learning, educational, and/or physical handicaps. The
expressed purpose of both programs is to provide educational services
to special needs students. The curriculum is individualized to meet
cognitive, affective, and vocational needs. In the Medford resource
program, mainstreaming, behavioral analysis, and prescriptive program-
ming are emphasized. Counseling and peer tutoring are available in
Detroit. Staffed with three resource teachers, one teacher consultant,
one education strategist, and one vocational coordinator, forty
students out of ninety-five who received resource services in Detroit
have graduated in three years.
Fifty day students attend the School Within a School in
Davenport, Iowa. Core curriculum courses in Language Arts, Math, and
Social Studies are taught by a team of regular and special education
teachers. The student population within the program consists of
previous school dropouts returning to a high school and those students
with problems in attendance, attitude, and work behaviors. The goals
of the program are:
1. to foster emotional adjustment;
2. to reduce the dropout rate in a large inner-city high
school
;
3. to improve students' grade-point averages;
4. to increase the rate of class attendance;
to increase the rate of credits
being earned toward graduation;
5.
6 .
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to improve students' self-concept;
to improve students' social behavior;
to re-integrate students into the mainstream.
The program reports significant progress toward the accomplishment of
the articulated goals.
oj^der to better illustrate the similarities and differences
between the programs previously discussed, Figure 1 describes each
program in terms of the type of facility, the program elements, the
educational approaches utilized, the unique features of the program,
and reported evaluation/success rates of the program. Each program is
listed in alphabetical order.
Program Elements to Consider when Designing a Program for
Behaviorally Disordered Adolescents
Six of the programs reviewed for behaviorally disordered adol-
escents can be described as day programs where students attend school
in private, segregated settings with students of similar handicaps.
Three programs offered resource services; two programs were residential
and one program was semi-residential. Self-contained classrooms in
public schools numbered two and two programs were integrated. Out-
patient services were offered in one setting.
A variety of educational approaches were utilized within the
programs. Describing themselves as multimodal, eclectic, inter-
disciplinary, and ecological, six programs used many different and
varied methodologies. Behavioral techniques were prevalent in seven
programs ranging from contracts to token economies and point systems.
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Maultsby’s self-counseling, Sol Adler's approach, and William Morse's
guidelines were each mentioned once. Only one program indicated that
the approach utilized, the curriculum, and the program design were
guided by individual characteristics and the needs of the students.
Twelve out of thirteen programs included academics within the
curriculum. Programming for social skills and behavior change was seen
as curriculum priorities in eight programs. Three programs offered
nonacademic/recreational activities within the curriculum. Vocational
skills were part of the curriculum in three programs and one program
included work experience.
In order to clearly delineate the positive elements contained in
each of these programs, its prevalence among the thirteen programs
reviewed is presented in Figure 2.
Academics, parent and family services, behavioral techniques,
monitoring and evaluation procedures and counseling were the most
frequently mentioned elements within the selected programs for be-
haviorally disordered adolescents. The single most frequent program
element, academics, seems to be an essential curriculum area to
consider when developing an alternative program for emotionally dis-
turbed adolescents.^® Finding secondary programs less than satis-
factory for today's youth, Halpern advocates a more functional
curriculum that would include basic reading, writing, speaking, com-
puting, and studying skills. He also suggests the addition of daily-
living skills, personal/social skills and vocational skills within the
curriculum for secondary youth. Certainly one consideration when
designing an alternative program for behaviorally disordered secondary
32
PROGRAM ELEMENT NUMBER OF PROGRAMS
Educational/Academic services available 22
Parent and family services available 7
Utilization of behavioral techniques 7
Monitoring and evaluation procedures utilized '•6
Student counseling or therapy available 6
Mainstreaming and integration with regular
students emphasized 4
Diagnostic and evaluative services available 3
Vocational/career education emphasized 3
Nonacademic/ recreational activities available 3
Teacher consultation available 3
Provisions for students' re-entry to the
regular program 2
Utilization of community resources 2
Support services (occupational and physical
therapy) services available 1
Teacher inservice available 1
Research emphasized 1
Curriculum development emphasized 1
Extended day services available 1
Work experience available 1
Survival skills emphasized 1
Voluntary enrollment in the program 1
Fig. 2. Program Elements of Thirteen Educational Programs
for Behaviorally Disordered Adolescents,
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students is academic-skill development. The kind of academic curric-
ulum provided should be dependent upon student entry levels, student
needs, interests, strengths and weaknesses.
Services to parents and families are yet another important
dimension to include in the development of an alternative program. The
majority of parents have strengths that should be attended to within
the schools. In the past, many parents have had negative experiences
with the schools, especially those parents of behavior problem students.
However, many parents are more than willing to participate in a program
for their child if they can see positive and productive results.
Parent participation is desirable if behavior change is to be realized
across settings. Gable and Strain, in studying residential programs
for the emotionally disturbed, found that student behavior was situa-
tionally specific. The observation that behavior change in residen-
tial settings did not generalize to other environments such as the home
and the community was consistent regardless of the type of treatment
intervention. For a program to be effective, treatment procedures
should reflect a shift from treatment delivered exclusively by profes-
sionals to those persons significant within the youngster's life.
Efforts should include the family, the school, and the community. As
stated by Gable and Strain,
. . .
there is unequivocal evidence to support the iniportance of
applying interventions across clinically significant environments.
Without programming applied across settings within and beyond resi-
dential placement, immediate and long range prognosis is poor at
best. Second, there is a growing body of research that suggests a
trend toward improved posttreatment generalization when intervention
is applied by individuals indigenous to the child's natural environ-
ment .
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Psrents
,
as an essential feature in promoting generalized behavior and
as significant people in the youngster's life, should be another con-
sideration when designing a program for emotionally disturbed adol-
escents
.
Behavioral techniques and counseling seem to be primary elements
to consider when designing a program of this nature. Marlowe, Madsen,
Bowen, Reardon, and Logue conducted a research experiment to determine
the relative effectiveness of counseling approaches for the reduction
of disruptive and inappropriate classroom behavior. Students were
assigned to one of three groups: behavioral counseling, client-
centered counseling or no counseling. Results indicated that behavioral
<
counseling, not client-centered counseling, was moderately helpful in
the reduction of inappropriate classroom behavior. Furthermore, the
researchers found that teachers were better able to reduce behavior
problems than any counseling group.
In a similar study, Gardner and Gardner assessed the impact of
goal setting in a high school resource room. The study was based on
the assumption suggested by social learning theorists that "the occur-
rence of a behavior of a person is determined not only by the importance
of the goals or reinforcements but also by the person's anticipation
that these goals will occur. The authors found that goal setting
was superior to no goal setting in a high school resource room at the
.01 level.
Such studies give increased credibility to the use of behavioral
techniques that define goals, consequences, reinforcement, and con-
tracts to involve students in the change process. McDowell and Brown,
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in discussing program alternatives for behaviorally disordered students
in secondary schools, advocate the structuring of an adolescent's
environment to support the introduction of order and consistency into
each student's life.^^ They felt that knowledge of what to expect from
the environment would assist a student in developing self-control. It
is obvious that with this type of youngster, the usual consequences and
reinforcements are not powerful enough to maintain appropriate be-
havior. It seems reasonable to use behavioral techniques that would
identify more potent reinforcers and specify consequences as a viable
element to consider when developing a program for behaviorally dis-
ordered adolescents.
Behavioral techniques often include the precise definition and
measurement of behavior. Six out of thirteen of the programs reviewed
used extensive monitoring and evaluation procedures to assess student
progress. Halpern suggests that the quality of educational programs
for secondary students could be improved by attending to the develop-
ment of more precise methods of student evaluation.^® Until programs
are better able to directly measure behavior, there will be few methods
available to reliably judge the program's effectiveness and the be-
havior change of its students.
Utilization of community resources was noted only twice within
the programs reviewed for behaviorally disordered adolescents. How-
ever, considering what we know about the generalization of behavior
across settings, the community as well as the home should be
considered
in the design of an alternative program. The type of students
within
this study and within the programs reviewed, have had difficulty
not
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only within the schools but also within the community. Hurd, speaking
at the annual Association for Supervision and Curriculum Development
Convention, presented some alarming statistics about the early
adolescent. For example, he claimed the peak age for violent crime in
the United States was age 14. Forty-three percent of the serious
crimes committed today are done by adolescents ranging from age 10 to
age 15. He also stated that by grade nine, twenty percent of all
adolescents have a drinking problem. The average age for introduction
to alcohol was 12.9.
If the goal of education is to prepare students to be productive
members of society, materials and human resources in the community
must be utilized by each school, to broaden its learning program as much
as possible beyond the limited confines of the traditional classroom.
The community should be another vehicle to promote learning and be-
havior change in behaviorally disordered adolescents.
The community as a work environment is another reason for its
inclusion as a resource. As students join the work force, they often
do not have the skills, competencies, or occupational attitudes neces-
sary to secure and maintain employment. The schools have traditionally
addressed cognitive skills and objectives paying little attention to
work related skills and behaviors . It is not surprising that the
unemployment rate among today's youth is high. The schools need to
expand the work-role experiences if students are to be adequately
prepared for potential employment and positive interactions with the
community.
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Finally, with the recent emphasis on mainstreaming, it is sur-
prising that only four of the programs reviewed for behaviorally dis-
ordered adolescents were integrated. Certainly a major consideration
for a program of this nature should be mainstreaming and the placement
of students within the least restrictive environment. The whole concept
of mainstreaming within the context of Chapter 766 and Public Law
94-142 necessitates selection of the "most facilitative" or least
restrictive program available to meet individual needs. The provision
of services within the least restrictive environment is assumed bene-
ficial and programming should include criteria for movement into the
mainstream of the school and of the community. Each student as well as
the group of students selected for the alternative program should be
considered in terms of their strengths, weaknesses, interests and
vocational attributes. Programs should be designed to accommodate
needs, to utilize strengths, and to promote learning and behavior
change in the "most facilitative" environment.
Summary
Efforts have been directed toward the development of educational
options for "special needs" youngsters since the implementation of
state and federal special education legislation. The schools, recog-
nizing the need for more alternatives for secondary students, have
begun to focus attention on programs other than traditional residential
placement. In order to develop an alternative program unique to the
needs of selected secondary youth, thirteen programs for emotionally
disturbed adolescents were reviewed.
38
Several important elements should be considered when developing
secondary school alternatives. Academics, the involvement of the
family, the use of community resources, support services and vocational
guidance and skill development should be included. Behavioral tech-
niques have proven to be effective and should be another consideration.
Programs need to make provisions for the management of students'
instruction and behavior in the least restrictive environment and
specific criteria should be established to determine when and where
mainstreaming can best be facilitated.
CHAPTER III
The purpose of this chapter is to conceptualize the Alternative
Education Program for Behaviorally Disordered Adolescents. The chapter
relates to four of the research objectives that guided the study. The
objectives are: 1) to conceptualize a model for the development of
programs for behaviorally disordered adolescents; 2) to determine
priority needs of selected behaviorally disordered adolescents; 3) to
define objectives to meet identified needs; and 4) to design program
learning opportunities to accomplish stated objectives.
The chapter is organized in two parts. First, a model for the
development of an alternative program is provided for the purposes of
conceptualizing components and their interrelationships. Second, the
application of program components to prepare for the field test is
presented. The latter part, preparing for the field test, completes
the conceptualization of a program ready for implementation and evalua-
tion in Chapter 4.
A Model for an Alternative Program
The model for the development of an alternative program consists
of seven components. First, assumptions are stated to give overall
direction to the program. Second, aims are inferred from the assump-
tions. These aims are general statements about what students will
accomplish. Third, group and individual needs are determined so that
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the program can center on the unique nature of its learners. Fourth,
student-centered goals and objectives describe the specific skills and
competencies to be learned. Next, a learning environment is designed
by selecting and organizing learning opportunities that facilitate the
accomplishment of the goals and objectives. Sixth, evaluation proce-
dures are designed to measure the degree to which students met priority
objectives and to gather data about participants’ perceptions of the
programs' effectiveness. Finally, decisions that emerge from an analy-
sis of the evaluation data are integrated into the program for its
revision and improvement. This conceptualization of a model can be
illustrated graphically in Figure 3.
SOCIETY LEARNER SUBJECT MATTER
SPECIM.ISTS
PROGRAM
ASSUMPTIONS
f
direct relations
indirect relationships
Fig. 3. Model for an Alternative Program.
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Assumptions for the Program
The first step in the conceptualization of a model for an alter-
native program is the articulation of assumptions about environments
for learning and the nature of the learner. Assumptions reflect the
values and beliefs of the individuals responsible for the design of the
program and are influenced by society, subject matter specialists, and
the learners. Program assumptions are determined by examining one's
philosophy of education and the constructs of learning theory. The
philosophical beliefs that are stated in the assumptions guide the
development of all other components of the program and contribute to
the determination of program aims.
Aims of the Program
The formulation of program aims is the next essential step in
the development of a model for an alternative program. Aims describe
general student learning outcomes and answer the question "What educa-
tional purposes should the schools seek to attain?" posed by Ralph
Tyler in his curriculum development model. The articulation of
program aims gives direction to the development of student-centered
goals and objectives, and eventually to the selection and organization
of program learning opportunities.
Identification of Student Learning Needs
When developing a model for an alternative program, it is
important to identify a process that can be used for the design
and
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implementation of other programs. The selection of students and the
determination of priority student needs are integral to the process of
developing programs consistent with the aims of the program and with
the needs of its learners. Identification of student learning needs is
the next step in the conceptualization of a model. Criteria for the
selection of students is established before a thorough analysis of
learned needs is deteirmined. Important factors to consider when
assessing learning needs are the environmental forces that influence
learning and a determination of the individual or group's experiential
history. Environmental factors that influence learning are presented
in Figure 4.
school
administration
culture
language
media
peers
teachers
E A R N I
society
socialization patterns
prerequisite skills
physical environment
previous learning
systematic analysis of the
subject matter
Fig. 4. Factors that Influence Learning.
Consideration of all of these factors combined with an understanding of
the experiential background of each individual contributes to a compre-
hensive assessment of learner needs. Individual differences are an im-
portant variable in programming. Equally as important is the assessment
of the characteristics of the group itself. Helen Walker
states:
The picture of a group is not merely a summary of the
individuals.
It transcends the individuals. It has a meaning of its
own not to
43
be discovered through the most intense contemplation of any single
individual
.
The identification of priority student needs should, therefore, include
the assessment of each individual and the careful consideration of the
characteristics of the group. To adequately determine group needs,
professionals who have had experience with the selected students should
participate in the generation of student learning needs and in the
eventual ranking of each need. Student learning needs are ranked in
order to determine those needs that are perceived to be the most impor-
tant by the selected professionals when designing a program of this
nature. Personalizing the needs to each student in the form of an
Individual Educational Plan completes the process of identifying indi-
vidual and group learning needs.
Student-Centered Goals and Objectives
Essential in the design of a model for an alternative program is
the process of developing goals and objectives to meet identified
needs. Bloom states:
The formulation of educational objectives is a matter of conscious
choice on the part of the teaching staff, based on previous exper-
ience and aided by the consideration of several kinds of data . . .
The final selection and ordering of the objectives become a matter
of making use of the learning theory and philosophy of education
which the staff accepts.
Clearly, an effective program contains concise, well-written objectives
based on the needs of its students. The goals and objectives for an
alternative program provide guidance and direction to the staff that
and should reflect the identified student learningimplement the program
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needs. Once formulated, the goals and objectives are presonalized to
meet the needs of each student within the group.
Learning Opportunities for Students
Selecting and organizing learning opportunities to meet the
goals and objectives is the next step in the conceptualization of a
model for an alternative program. When selecting learning opportuni-
ties, it is important for learning experiences to be checked carefully
against the goals and objectives to see if the planned experiences are
providing the opportunity for the students to behave in the manner that
the objectives imply. They must also relate to the stated aims of the
program and to the program's assumptions. The variables of readiness,
fatigue, accessability of resources, and cooperation and communication
among the school, home, and community are considered in the selection
and organization of learning opportunities.
Evaluation Procedures
Evaluation is the assessment of worth, an integral activity in
the development of a model for an alternative program. In a teaching
context, Mager asks: "if it's worth teaching, isn't it worth knowing
if we have succeeded?"**^ Nearly every enterprise seeks information as
to the effectiveness of that enterprise. Evaluation is purposeful for
the individual, the organization, and society. It provides data and
feedback and is an invaluable assist for decision-making. The role of
evaluation is dependent upon the aims of the program and varies within
differing contexts.
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Various theorists have attempted to define evaluation. Zais
states: "In most curriculum books that deal with the topic, it is
almost always treated exclusively in terms of evaluation of student
achievement often in connection with assigning 'grades' or 'marks.
Tyler, in his four~step model, defines evaluation as a recurring pro~
cess that provides feedback for the reformulation and redefinition of
the objectives.^® Evaluation information, according to Tyler, is used
to develop plans for future assessment and interpretation. Similarly,
Wilhelms defines evaluation as feedback.
The evaluation of student achievement and goal attainment cer-
tainly constitutes a large part of an evaluation system to assess the
outcomes of an alternative program. In addition, questionnaires and/or
interviews can supplement the data obtained through an analysis of
student-learning outcomes and can provide information about how people
perceive the program's effectiveness. As stated by Sinclair and Ghory:
"... perceptions are an important data source for judging the associa-
tion between curriculum and students."'^® Together, the two types of
measures provide a comprehensive system of evaluation for judging a
program's worth.
Emerging Decisions
This model uses the feedback from evaluation procedures to make
decisions about its effectiveness and for the generation of new needs,
new objectives, and new learning opportunities. The analysis of the
evaluation data can provide information about the intended, unintended,
and emergent dimensions of the model. Evaluation data can establish
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congruence or disconnection. Sinclair and Ghory state:
It is important to check if the behavior of the learner is indeed
the result of disconnection or congruence with the curriculum. The
possibility of the quality of student effort contributing to the
positive or negative action is also considered.
. . . Based on a
growing understanding of curriculum conditions, a teacher can take
supportive action to reinforce and motivate successful student
behavior, or the teacher can begin corrective action to reduce or
eliminate possible sources of disconnection between student and
curriculum.
For a model to be useful, the provisions for these types of decisions
should impact upon every phase of the program.
Summary of the Model
This model is characterized by two essential features: 1) the
component parts are interrelated with one another; and 2) the learner
is the central focus from which all phases of development are centered.
The process of developing a model for an alternative program necessi-
tates many different, interrelated activities. First, program assump-
tions are stated and program aims are determined. Program assumptions
serve the purpose of clarifying values and screening student-centered
goals and objectives, and learning opportunities. The identification
of program aims guide the design of subsequent phases of the program.
Next, a thorough examination of individual and group needs takes place.
The student-learning needs are placed in priority order to give direc-
tion and appropriate emphasis to the development of goals and ob-
jectives. Once student-learning needs are determined, student-centered
goals and objectives are developed, sequenced, and organized. Each
goal and objective should relate to student needs and should be con-
sistent with the assumptions of the program and the program aims. The
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selection and organization of learning opportunities to facilitate the
accomplishment of the goals and objectives are designed next. Evalua-
tion procedures are included in the development of a model after program
learning opportunities are organized so that data can be used as feedback
that impacts the program formatively and summatively. Evaluation
procedures measure the degree to which the students master the goals
and objectives and include information about people's perceptions of
the program. The information gained from an analysis of the evaluation
data is used to improve the program, to reinforce the positive elements
of the program, and to correct the negative elements of the program.
This model for an alternative program is continuous and places the
learner central to all activities.
Relationships among component parts exist at every level. For
example, learning opportunities for students relate directly to the
goals and objectives that the model proposes to accomplish. Similarly,
the goals and objectives are derived from student-learning needs.
Evaluation procedures impact upon many phases of the model, namely, the
goals and objectives, and the learning opportunities that are designed
to facilitate the accomplishment of the goals and objectives. Emerging
decisions, then, serve the purpose of providing any necessary changes
that were suggested by an analysis of the evaluation data. The emerging
decisions relate back to the model in the form of new needs, new goals
and objectives, and new learning opportunities. The conceptualization
of a model for the development of an alternative program will now
be
applied to an actual group of behaviorally disordered students in
a
public school setting. The program will be field tested in
Chapter 4.
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Application of the Model to the Development of the Alternative
Education Program for Behaviorally Disordered Adolescents
The Alternative Education Program for Behaviorally Disordered
Adolescents, hereinafter referred to as the Alternative Program, was
developed to meet the specific needs of a select group of behaviorally
disordered adolescents at a local high school. The students selected
for the program had a history of behavior problems that often resulted
in internal and external suspension. The students were failing aca-
demically, were often truant from classes and/or school, and were
exhibiting behavior problems (e.g., disrupting classrooms, disrupting
the lunchroom, smoking in the hallways, loitering).
Assumptions for the Program
Six program assumptions about environments for learning and the
nature of the learner were developed to guide the study. They are:
There exist a number of students who do not or will not
have the prerequisite skills necessary for independent
living and decision-making at the termination of their
school careers.
Some students need, and in many cases desire, a curric-
ulum and organizational structure that is well defined.
Due to the size of most high schools and to the unavail-
ability of extensive monitoring devises, such provisions
for structure are usually nonexistent.
The milieu of the school where adolescents mix on a
regular basis can have inherent positive qualities which
make them a part of a distinct subculture and can be a
valuable experience in terms of identification and the
discovery of the self.
Therapeutic assistance is necessary for many students
to deal with the rapid transition from childhood to
adolescence when distress goes beyond the merely
situational
.
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The family has a definite role to play for many students
throughout adolescence and should receive practical
assistance and support during this important period of
growth.
The community has a definite role to play in assisting
students in developing a sense of purpose through such
avenues as community service activities, internships in
public agencies, public action, experience-based oppor-
tunities, and regular jobs.
The above assumptions contribute to the development of aims for the
Alternative Program.
Aims of the Program
Seven program aims were developed to provide a structure for the
Alternative Program and to give direction to the selection of student-
centered goals and objectives, and program learning opportunities. The
aims are:
to develop social skills, living skills, learning and
critical thinking skills, and motor skills;
to participate in a positive, consistent, predictable
educational environment;
to work in team situations, to learn the necessary
occupational attitudes, and to benefit from viable com-
munity experience;
to utilize the community experience to learn social,
living, learning and critical thinking, and motor skills
to understand relationships between the home, the school
work, and the community;
to cooperate with the family to develop
academic, social, occupational, and
recreation skills;
to utilize recreational opportunities and
to increase positive usage of leisure time.
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The formulation of program aims, then, provided the basis to begin
identifying individual and group learning needs, and to the eventual
selection of student-centered goals and objectives.
A relationship exists between the assumptions for the Alter-
native Program and the aims of the program. Figure 5 illustrates that
relationship.
Identification of Student Learning Needs
In order to determine the priority needs of the selected
students, the researcher asked a representative sample of school per-
sonnel who had contact with the selected students to participate in the
identification of cognitive, affective, and occupational needs that
could be met by the Alternative Program. The participants included the
high school principal, the high school assistant principal, the director
of guidance, two resource teachers, a school psychologist, a social
worker, two representatives from an outside counseling agency, and the
researcher. The group of representatives met in the high school con-
ference room and were asked to generate a list of student learning
needs that, if met, would enable the selected students to function
successfully within the school environment. The initial meeting took
the form of dialogue with the researcher recording ideas and needs. A
list of student learning needs was generated (Appendix B) and then
organized by the researcher.
A questionnaire (Appendix C) was developed to distribute to the
representative staff members from the needs list. The purpose of the
questionnaire was to put the needs into priority order. The
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participants were asked to check off every behavior that indicated an
appropriate student need. They were also asked to circle five needs
that they considered the most important.
All of the questionnaires were returned to the researcher. The
data were analyzed by assigning one point for each need that was
checked off and five points for each circled need. Each need then had
a score. Those needs that received the highest score determined the
behaviors that were deemed most important to this group of profes-
sionals. The resultant needs, listed in order of priority for those
behaviors that should be considered when designing a program that would
enable students to successfully connect with the school environment, is
as follows:
Student Learning Need Score
Accepting consequences of own behavior 32
Effective decision-making
Problem solving
Examining self strengths and
weaknesses
Appropriate peer interaction
Respecting the rights of others
Initiating responsible behavior
Appropriate compliance with
authority
Body awareness
Appropriate adult interaction
Honesty
Respecting the property of
others
27
26
20
17
17
15
13
12
12
11
11
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Student Learning Need Score
Use of leisure time 11
Taking risks 11
Locating community resources 10
Use of the telephone book, newspaper,
and telephone 10
Constructive motor skills 10
Appropriate modes of communication 8
Accepting criticism from others 7
Dealing with frustration 7
Accepting responsibility 7
Promptness
,
punctuality 7
Gross motor skills 7
Job preparation skills 7
Job acquiring and hunting skills 7
Helping others 6
Self-pacing 6
Identifying alternatives to specified
situations ^
Accepting failure 6
Fine motor skills ^
Game skills ^
Hand-eye coordination ^
Time management ^
Hygiene ^
Appropriate dress ^
Proper money management ^
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Leadership 4
Examining oneself 4
Consumer education 3
Examining self learning style 2
Appropriate manners 2
Increasing emotional independence 2
Exploring vocations-future planning 2
The learning needs were placed in priority order to give
direction to the researcher in the development of goals, objectives,
and learning opportunities. Once those skills deemed most important by
professionals were identified, the resultant list was organized into
four major categories: 1) social skills; 2) living skills; 3) learning
and critical thinking skills; and 4) recreation skills. These cate-
gories, then, provided a structure for designing the goals and ob-
jectives, and the program learning opportunities.
Student Centered Goals and Objectives
The largest number of behaviors identified in the needs identi-
fication process fell into the category of social skills. Similarly,
most of the behaviors that fell into the social category were also
ranked among the highest when the needs were put into priority order.
Following is the compilation of goals and objectives that were
written to meet the identified student learning needs. Of the four
categories, social skills were given the highest poriority followed by
living skills, learning and critical thinking skills, and finally
recreation skills. Learning and critical thinking skills were not a
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part of this document since they were part of the school's already
exisiting curriculum.
Social Skills
MAJOR AREA I : Social skills as they relate to self
Goal A : The student will demonstrate self-control and the
ability to use appropriate social behavior.
Specific Objectives
1. The student will be able to use language
appropriate to the situation.
2. The student will be able to control his/her
temper and will be able to approach diffi-
culties constructively (e.g., talking about it
as opposed to laughing, silliness, or swearing).
3. The student will be able to judge social situa-
tions and behave accordingly (e.g., different
standards exist for classroom behavior than
for playing pool).
4. The student will be able to follow two-,
three-, and four-step directions in a variety
of settings.
5. The student will be able to withstand increasingly
greater degrees of frustration.
Goal B: The student will independently make decisions as they
relate to him/herself.
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Specific Objectives
1- The student will be able to make a decision
when given several choices.
2. The student will be able to predict outcomes
in given situations.
3. The student will be able to generate possible
decisions when given a situation or a problem.
4. The student will be able to choose an activity
suitable to him/herself and will be able to
state the reasons for his/her choice.
5. The student will be able to handle un-
structured time as evidenced by consistently
appropriate behavior first, when supervised and
eventually, in making personal choices about
the use of his/her leisure time.
6. The student will be able to take risks after
examining the pros, cons, and possible outcomes
of that risk.
7 . The student will be emotionally independent as
evidenced by mature, thought-out choices that
require no external motivation or supervision.
Goal C: The student will demonstrate personal pride in his/
her hygiene.
Specific Objectives
1. The student will be able to dress appropriate-
ly for the situation (s)he finds him/herself in.
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The student will be able to display proper
manners and respect to adults and peers.
3* The student will be able to demonstrate proper
hygiene (e.g., cleanliness, grooming).
Goal D : The student will acquire knowledge and awareness about
him/herself: strengths, weaknesses, needs, and a
realistic view of his/her future.
Specific Objectives
1. The student will be able to assess individual
strengths
.
2. The student will be able to assess individual
weaknesses
.
3. The student will be able to realistically set
goals for future growth and decision-making.
4. The student will be able to put goals into
proper perspective and into priority order if
appropriate
.
5. The student will be able to follow through on
self-determined goals.
6. The student will be able to evaluate his/her
progress toward individual goals.
Goal E : The student will articulate his/her personal values
and behave consistently with that value system.
Specific Objectives
1 . The student will be able to demonstrate
honesty.
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2. The student will be able to discuss his/her
beliefs and provide a rationale for those
beliefs
.
3. The student will be able to formulate and
stand by an opinion.
4. The student will be able to evaluate his/her
personal values in the context of societal,
school, and home standards.
MAJOR AREA II ; Peer Interaction
Goal A ; The student will appropriately interact with peers.
Specific Objectives
1. The student will be able to exhibit courtesy
to others as evidenced by helping behaviors
such as sharing, listening, and positive
verbal interactions.
2. The student will be able to repsect the rights
of others by listening.
3. The student will be able to respect the
property of others.
4. The student will be able to assert his/her in-
dividuality through an appropriate expression
of his/her beliefs and independent actions.
5.
The student will exhibit appropriate game
skills by:
a. abiding by game rules and regulations;
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Goal B:
MAJOR AREA
Goal A:
b. supporting team efforts throughout the
game (e.g., exhibiting cooperation,
sensitivity)
;
c. gracefully accepting the outcome of
the game (e.g., win, lose, or tie).
6. The student will be able to participate posi-
tively in group work.
7 . The student will be able to use leisure time
in a way that promotes his/her growth and
learning.
The student will express his/her needs in a group
setting and will follow through on commitments.
Specific Objectives
1. The student will be able to listen to others'
opinions in a group discussion.
2. The student will be able to offer his/her
opinions and ideas in a group discussion.
3. The student will be able to follow through on
commitments made to peers.
Ill : Adult Interactions
The student will interact appropriately with adults
in the home, school, and community settings.
Specific Objectives
1. The student will be able to comply with school
rules and regulations as evidenced by the
acceptance of the rules and regulations and
Goal B:
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behavior appropriate to those rules and
regulations
:
a. being on time to school;
b. being on time to classes;
c. completing assigned tasks.
2. The student will be able to accept and comply
with community rules and regulations
.
3. The student will be able to accept and comply
with home rules and regulations
.
4. The student will be able to accept the conse-
quences of his/her behavior.
The student will accept praise and constructive
criticism and will follow through on commitments.
Specific Objectives
1. The student will be able to accept praise and
reinforcement for positive student behavior(s).
2. The student will be able to delay gratifica-
tion of needs or rewards for a specified time
period.
3. The student will be able to accept constructive
criticism.
4. The student will be able to follow through on
commitments and responsibilities (e.g., follow-
ing directions, attending class, completing
assignments)
.
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Living Skills
MAJOR AREA I : Career Education
Goal A : The student will acquire knowledge about him/herself
such as strengths, weaknesses, aptitudes, and a
realistic view of his/her future.
Specific Objectives
1* The student will be able to identify individual
strengths and aptitudes.
2. The student will be able to identify individual
weaknesses
.
3. The student will be able to set career goals.
4. The student will be able to follow through on
self-determined goals and will be able to
evaluate progress toward the accomplishment of
those goals.
Goal B : The student will explore career choices and
will be able to identify skills and competencies
necessary to perform a selected job.
Specific Objectives
1. The student will be able to use career educa-
tion resources.
2. The student will be able to identify at least
three skills necessary to perform a selected
occupation and will be able to assess his/her
skills in relation to the selected occupation.
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MAJOR AREA
Goal A:
Goal B:
II » Communication
The student will utilize communication strategies
to gain information or for social purposes.'
Specific Objectives
1
. The student will be able to locate information
in the telephone book.
2. The student will be able to use the telephone
to gain information about possible jobs or
leisure-time activities.
3* The student will be able to use the telephone
for social purposes.
4. The student will be able to write a letter
of inquiry.
5. The student will be able to write a friendly
letter.
6. The student will be able to locate information
in the newspaper.
The student will utilize communication strategies
for employment purposes.
Specific Objectives
1. The student will be able to write a resume.
2. The student will be able to fill out an
application form.
3. The student will be able to write a letter of
introduction to a prospective employer or to
a college.
Goal C:
MAJOR AREA
Goal A:
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The shudent. will demonstrate work behaviors and
occupational attitudes necessary to perform a job.
Specific Objectives
1. The student will be able to communicate his/
her needs in a work setting.
2. The student will be able to comply with work
rules and regulations (e.g., promptness,
punctuality)
.
3. The student will be able to display a positive
attitude in a work setting.
4. The student will be able to complete work tasks
quickly and accurately.
5. The student will be able to work within a group.
6. The student will be able to evaluate his/her
work performance.
Ill : Money Management
The student will demonstrate proper money management
skills for his/her current income (e.g., allowance,
salary)
.
Specific Objectives
1 . The student will be able to estimate weekly
earnings
.
2. The student will be able to write out weekly
expenses
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3. The student, will be able to consistently
deposit one-half of his/her earnings after
expenses into a saving account.
Goal B ; The student will demonstrate proper money-manage-
ment skills for future independent living.
Specific Objectives
1. The student will be able to maintain a real or
simulated checking account by writing out
sample deposit slips, withdrawal slips, and
checks
.
2. The student will be able to balance a monthly
checking-account statement.
3. The student will be able to write a budget
given monthly earnings and expenses such as
rent, phone, electricity, food, and recrea-
tion.
Recreation Skills
MAJOR AREA I ; Motor Skills
Goal A: The student will demonstrate improved gross motor
skills
.
Specific Objective
1. The student will be able to perform basic
large body movements such as running, jumping,
catching and throwing a ball, and shooting
baskets
.
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Goal B:
MAJOR AREA
Goal A:
Goal B:
The student will be able to perform movements
involving hand-eye coordination (e.g., shoot-
ing baskets, shooting pool, etc.)
The student will demonstrate improved fine motor
skills
.
Specific Objectives
The student will be able to write his/her
name legibly.
2. The student will be able to write words,
sentences
,
and paragraphs with appropriate
spacing and organization.
3. The student will be able to type if (s)he
desires
.
II : Leisure Time
The student will make appropriate choices for the
use of his/her leisure time.
Specific Objectives
1. The student will be able to identify at least
three leisure-time activities.
2. The student will be able to choose a leisure-
time activity consistent with his/her likes
and interests and within the structure of
home and community rules and regulations
.
The student will appropriately interact with peers
and/or adults in group games.
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Specific Objectives
The student will be able to exhibit courtesy
to others in a game situation.
2. The student will be able to respect the
rights and property of others in a game
situation.
3. The student will be able to exhibit
appropriate game skills such as abiding by the
rules, supporting team efforts, and gracefully
accepting the outcome of the game.
The goals and objectives for the Alternative Program were
written to provide guidance and direction to the staff that implemented
the program. The participating staff had an opportunity to review the
document for its appropriateness and comprehensiveness for the selected
students. The goals and objectives were intended to be a curriculum
guide for the program staff that was flexible and subject to change as
the needs of the learners changed.
The final step in the selection and organization of student-
centered goals and objectives was to individualize the objectives for
each student to meet his/her unique learning needs. Each student then
had an individual educational plan that indicated his/her specific
needs, objectives, intervention strategies, and evaluation procedures.
Learning Opportunities for Students
Learning opportunities to meet the student-centered goals and ob
jectives were designed in order to provide a comprehensive program that
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would allow students to grow and learn within the school, home, and
community settings. The Alternative Program was intended to provide a
continuum of learning opportunities that encompassed the traditional
high school, work opportunities, recreational opportunities, and sup-
port services to the students and their families.
School-based learning . The school-based learning opportunities were
offered at the high school as an integral component of the Alternative
Program. Based on the assumption that mainstreaming is beneficial and
that the milieu of the school has the inherent positive qualities, the
students attended regular and/or resource classes from 7:45 a.m. until
11:00 a.m. each day. Morning instruction included basic subjects
required for graduation and/or academic support or remediation if
indicated within the student’s individual educational plan. Typically,
a student attended classes in English, History, Science or Math, and an
elective taught by a regular classroom teacher or a resource teacher.
One teacher was affiliated with the Alternative Program and acted as the
liaison to the parents, the high school teachers, the administrators,
and to the counselors who implemented the afternoon and evening program
components. The liaison teacher talked with each student's guidance
counselor and his/her teachers on a regular basis in order to coordinate
the program and to monitor individual progress.
Each student's progress was evaluated through the use of a
behavior modification system. Daily, the student received a card
listing his/her priority goals and objectives. The students were
required to take the card with them to their classes where the teachers
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recorded the student's progress and signed the cards. A sample of the
behaviors evaluated through this system included class attendance,
completion of assignments, completion of homework, and a positive
attitude in class.
At 11.00 a.m.
,
the students met in a specified room with the
counselors and the liaison teacher. The purpose of the group meeting
was to evaluate each student's progress for the day and to decide if
they earned the privilege of attending the afternoon session. A
®budent could not participate in the afternoon program, community-based
learning, if his/her progress for the morning was not satisfactory or
if the student failed to have the teacher record the progress and sign
the card. If it was decided by the teacher and the counselor that the
student could not participate, (s)he was assigned an office with aca-
demic work to complete. Students whose progress was satisfactory met
the counselor at 11:30 to begin the afternoon component of the program.
Community-based learning . The afternoon conununity-based learning
opportunity made use of available community resources to provide instruc-
tion in life skills, vocations, interpersonal relationships, and func-
tional academic skills. In addition, the afternoon component offered a
chance for students to actually work and perform a commixnity service.
Work within the community was donated by the school which, in turn, paid
the students who completed the work.
The purpose of work experience was to provide an actual work
setting for students to learn and practice the skills of punctuality,
taking direction, completing tasks, working with a group, and abiding
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by rules and regulations. Students were asked to apply actual
academics such as reading, writing, and computing. Working as a group
initially, the students completed such jobs as clearing trails in the
Conservation Commission, building bridges, recycling, and chopping
wood. In addition, the students participated in a sugaring unit in
which they tapped maple trees, boiled the maple sap into syrup, and
cooked an early-morning pancake breakfast for parents, staff, and
students. Once the students had mastered group-working skills, indi-
vidual placements were obtained such as working as a volunteer at a
hospital, volunteer service at a nursing home, and acting as a
teacher's aide in an elementary school.
The use of two counselors for the selected students provided the
capability of actual instruction, immediate positive reinforcement, and
if necessary, immediate intervention during a crisis. Students were
granted high school credit and were paid for their working contingent
upon the quantity and quality of the work and appropriate behavior.
Vocational exploration was another function of the afternoon
program. One day per week the students learned about various vocations
through on-site visits and presentations by the counselors or guest
lecturers. The career resources laboratory at the high school was
utilized in addition to neighboring local facilities. Students were
exposed to information on areas such as higher education, the armed
services
,
and mechanics
.
On Friday afternoons the students worked together on developing
life skills necessary to deal with peers and adults, to make appropri-
ate decisions, and to cope with the challenges of everyday life.
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Communication groups were run which afforded the opportunity to listen
and respond appropriately within a group. Time was also taken on
Fridays to evaluate each individual's performance for the week and to
issue paychecks. After receiving their paychecks, the students were
required to accompany the counselor to the bank where they would cash
the checks and deposit one half of their pay into a savings account.
Although Fridays were set aside specifically for group and individual
communication activities, it was recognized that practice in communica-
tion and life skills was an ongoing function of the program.
Recreational opportunities . In order to encourage more positive use of
leisure time, the students were given the opportunity to engage in
various recreational activities with the counselors. These recrea-
tional activities were an opportunity to learn new ways of spending
leisure time, as well as providing additional group-interaction exper-
iences . One night per week the students participated in an evening
activity chosen by themselves. Activities included movies, pool,
bowling, skiing, basketball, roller skating, concerts, and attending
basketball games.
On Saturdays students were given the opportunity to compete on a
bowling league. The counselor picked up the students who wished to
participate, accompanied them, and took them home afterwards. Every
eight to twelve weeks a day or week-end "outward bound" trip was
planned. Students went rock climbing, cross-country skiing, and
attended special events planned by the counselors.
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Support aad family services
. Support services were offered to the
family and to the students. A social worker, affiliated with the
Alternative Program, counseled students if necessary and was available
for parent or family counseling. In addition, psychiatric consultation
was an integral component of the program. The psychiatrist evaluated
students and families if they agreed and consulted to the program bi-
weekly. On the first and third Mondays, from 8:00 a.m. until
10:00 a.m., the psychiatrist met with the liaison teacher, the social
worker, the counselors, the high school administrative staff, guidance
counselors, and the researcher to discuss each student's progress and
to generate solutions to any problems the staff were encountering.
Parents were visited a minimum of every two weeks by the
counselor(s) for an update of the program and their child's progress
and to discuss any problems the parents were having at home with the
student. It was the intention of these meetings to provide the neces-
sary coordination between school, community, and home. Additional
supportive contact occurred by agreement between the parents and the
counselors
.
Crisis intervention was another important service offered to
families when outside intervention was necessary. A crisis might be a
student not returning home at a specified time, an infraction with the
law, or a behavior problem in the home. A counselor was available on a
twenty-four hour basis to provide support to the family or to the
student. Parents could make phone contacts or could request that the
counselor come to the home at any hour of the day or the night.
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The support services offered through the Alternative Program
were integral to its effectiveness in maintaining students within the
home, the school, and the community environments. They were also an
important facet of the program to change students' behavior in the
school, the community, and the home.
The design of learning opportunities for students was carefully
coordinated with the student-centered goals and objectives, the identi-
fied student learning needs, and the aims of the program. The relation-
ship between the program's aims and the learning opportunities for
students is depicted in Figure 6.
Chapter 3 conceptualized the model for development of the Alter-
native Program. The model was then applied to prepare the program for
field testing in Chapter 4. Assiunptions about environments for learn-
ing and the nature of the learner were first articulated. Next, pro-
gram aims were inferred from the assumptions to guide the program.
Third, school personnel participated in a needs identification process
to determine priority learning needs of selected students. Student-
centered goals and objectives were written next to meet the identified
learning needs in the areas of social skills, living skills, and
recreation skills. Finally, learning opportunities were designed to
facilitate the accomplishment of student-centered goals and objectives.
Those learning opportunities that were deemed successful in a review of
the literature were considered in the design of the Alternative
Program.
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Fig. 6. The Relationship between Program Aims and Learning Opportunities.
CHAPTER I V
The purpose of fhls chepfer is twofold: 1) to describe the
implementation and evaluation procedures for the Alternative Program;
and 2) to present the evaluation data collected to provide information
about the program's effectiveness. The chapter is organized into three
parts. First, the Alternative Program is described. Second,
individual case histories and performance data on three selected ob-
jectives are presented. Finally, the perceived effectiveness of the
Alternative Program by various constituencies is discussed.
Implementation Procedures for the Alternative Program
The Alternative Program was field tested for four months with a
group of seven adolescents who were having academic and behavioral
difficulties within a high school setting. Students participated in
school-based learning activities each morning, community-based learning
activities each afternoon, recreational activities one evening per week
and on Saturdays if desired, and an outward bound activity one weekend
during the field test. The goals, objectives and learning opportuni-
ties that guided the program focused on social skills, living skills,
learning and critical-thinking skills, and motor skills. The goals and
objectives were individualized to accommodate each student's unique
learning needs.
This section will proceed with a brief description of the pro-
gram, the procedures used to select students, and a description of the
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evaluation procedures used to measure the effectiveness of the Alter-
native Program.
Description of the Alternative Program
The Alternative Program was conceptualized and designed to meet
the needs of a select group of adolescents who were not benefiting from
a traditional high school structure. The program provided an educa-
tional environment that allowed students to grow in desired directions
educationally, socially, vocationally, and recreationally . It provided
a consistent structure that increased the probability of student suc-
cess within the school setting and provided opportunities for them to
develop outside of the school. A continuum of services, encompassing
traditional classes, specific skill remediation, work opportunities,
social opportunities, recreational opportunities, and support services
to students and their families were offered through the program.
The Alternative Program was staffed with one special education
teacher, two counselors, one part-time social worker, and general
education personnel within the high school. Finally, a psychiatrist
and other special-education specialists provided consultation to the
program.
The role of the special-education teacher was to provide direct
instruction in specific skill areas, to monitor student progress within
the high school, to consult with classroom teachers, guidance
counselors, and administrative personnel, and to coordinate students
full-time re-entry into the regular school program. The role of the
counselors was to implement the community-based learning experiences
77
component, the recreational component, and the outward bound component.
In addition, the counselors met regularly with the parents and the
school to communicate each student's progress within the program and to
coordinate home and school programs with the goals and objectives of
the Alternative Program.
The role of the school was to maintain communication and to co-
ordinate each student's academic and behavioral progress or lack
of progress with the Alternative Program staff members. Disciplinary
procedures were developed to provide consistency and predictability.
The school provided classroom facilities, shop facilities, and recrea-
tional facilities (e.g., pool, gym) for use within the program.
The role of the family was to meet with the counselors biweekly
to discuss their child's progress and to cooperate with the efforts of
the program staff. Therapeutic and counseling services were available
to the family as well as twenty-four-hour crisis intervention upon
request. The family and the student received support and assistance
from the Alternative Program staff and were expected to participate in
working toward mutual goals and objectives.
Selection of Students
A group of approximately twenty students was referred to the
Alternative Program by teachers, administrators, guidance counselors,
parents and the students themselves . The students exhibited emotional
and behavioral problems within school, home, and community settings.
These students were often truant from class and/or school, failed to
complete assignments, were generally noncompliant , and did not appear
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to have the necessary decision-making skills that would lead to pro-
ductive and meaningful choices
. The group of students were having
difficulty at home complying with rules and regulations and partici-
pating positively within the structure of the family. Many students
had court records and were in frequent conflict with the legal author-
ities .
All of the students referred had participated in a variety of
traditional school alternatives including modification of regular-
education programs and special-education programs individualized to
meet their educational needs. None of these efforts, however, seemed
to substantially change the students' academic and behavioral progress.
For financial reasons, the Alternative Program could accommodate
only seven students. The selection of the students was made by ex-
amining student records, talking with parents, meeting with high school
personnel, and discussing each student with a team of experts. Two
criteria were established to select the seven students. They were:
1) a diagnosis of "special needs" due to emotional and/or behavioral
difficulties had to be determined; and 2) evidence that traditional
program options within the regular and special education service
delivery had to have been exhausted.
The seven students selected for the Alternative Program had
needs that could not be addressed within the traditional school en-
vironment in the areas of social-skill development, independent-living
and decision-making skills, learning skills, and motor skills. Five
males and two females were chosen. They are listed on the following
page by name, age, and grade.
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Name Grade Age
Claudia 11 16
George 10 15
John 11 17
Kerry 9 17
Larry 9 16
Theresa 10 15
Tom 9 16
Prior to being placed in the Alternative Program, the selected
students underwent a full team evaluation consisting of updated assess-
ments in the following areas: psychological testing, academic testing
(reading, math, spelling, and writing), a parental interview, and a
complete medical examination. Once the evaluations were completed, the
parent(s), the student (if she/he wished), the student's guidance coun-
selor, classroom teachers, administrators, and the group of specialists
who assessed the student were invited to discuss the results of the
testing and to formulate an individual educational plan. The parent(s)
and the student had to agree to placement with the Alternative Program
and the parent(s) had to sign the individual educational plan indicating
approval prior to placement. The selected students all started the
Alternative Program within six weeks of the team evaluation.
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Evaluation Procedures
A multiple measures approach was used to evaluate the Alter-
native Program so that data could be gathered about audience percep-
tions of the program, student progress toward three selected objectives,
and student outcomes. Comprehensive evaluation procedures encompassed
three types of data. First, student-performance data were gathered and
reported on the number of credits earned, the number of disciplinary
referrals made, and the grade-point averages before placement with the
Alternative Program and during the program's implementation. Available
test scores were also reported and gain scores presented. Finally,
questionnaires were designed, validated, field tested, and distributed
to staff, students, and parents to measure their percpetions of the
program's effectiveness.
Performance data on selected objectives were gathered by the
teachers and by the counselors. Students attended classes in the morn-
ing and were required to take a card specifying those behaviors con-
sidered priority to each of his/her classes. The number of classes
varied daily due to a rotating high school schedule. At the end of the
morning, the students met together in a specified room with the special
education teachers and the counselors. If the student met the speci-
fied criteria on the objectives, (s)he earned the privilege of attending
the community-based learning experiences component of the program. If
the student did not meet the specified criteria, (s)he was assigned a
room to study for the afternoon. Progress within the afternoon com-
ponent was judged daily by the counselors. The information gained from
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an analysis of the morning and afternoon components was reflected in
monthly progress reports written by the counselors and submitted to the
researcher. Quarterly reports were also written by the special
education teacher and submitted to the researcher and to the parents.
Outcomes data, the second type of measurement used to evaluate
the program's effectiveness, were gathered from school records supplied
by the guidance counselors, teachers, and administrators. Test scores
were available for many students within their special education files.
These types of unobtrusive measures allowed the researcher to make
further judgements about the program's effectiveness.
For the final type of data gathered, questionnaires were used to
collect information about people's perceptions of the program. First,
the questionnaires were designed and reviewed by seven professionals
within the fields of curriculum, research, and special education. The
reviewers included two leading curriculum specialists, one evaluation
expert, two people within the local special-education community, and
two curriculum students. The feedback generated from the content-
validation procedures was used to revise the questionnaires and to
prepare them for field testing. A group of staff, students, and parents
who were familiar with the Alternative Program but not directly in-
volved in the study were then asked to complete the questionnaires.
The results were analyzed to provide information about how well the
instruments measured their perceptions of the program.
Finally, the questionnaires were distributed to staff, students,
and parents who participated in the study. This final type of
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evaluation data assisted the researcher in judging the program from
the perspectives of staff, students, and parents.
These three types of data provided a wholistic approach to the
evaluation of the Alternative Program and allowed the researcher to
make recommendations for improving and revising the program.
Performance Data
For each student, data were collected daily on three selected
objectives judged to be priorities by professional special and regular-
education staff. Often the data show students starting at a 100% per-
formance level because accurate information about performance prior to
the Alternative Program was not available. However, the objectives
were selected because staff perceived the" student to be weak on per-
forming the behavior in the objectives. The 100% starting point, then,
does not represent past performance, rather it reflects a beginning
point for recording expected behavior. The objectives most often
related to attendance behaviors and to the completion of daily assign-
ments. Absenses were treated in two ways. If a student was absent for
a legitimate reason, the data were not recorded. If, however, a stu-
dent was truant, the data were recorded as failure. Although data were
collected on only three objectives, the program worked on many other
objectives throughout its implementation. In addition, outcomes data
were gathered by the researcher to judge each student's performance in
areas other than those specified by the objectives. Four types of out-
comes data were gathered for each student. They included.
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1) the number of times a student was referred to the office
for disciplinary action four months prior to placement
with the Alternative Program and the number of times a
student was referred to the office for disciplinary
action four months during placement with the Alternative
Program.
2) the number of credits a student earned one year prior to
placement with the Alternative Program and the number of
credits a student earned the year (s)he was placed with
the Alternative Program.
3) The student's grade-point average one semester prior to
placement with the Alternative Program and the student's
grade-point average after placement with the Alternative
Program.
4) the student's academic test scores in reading, spelling,
and math over a one-year period of time.
This section will proceed with a brief case history on each stu-
dent, a presentation of the outcomes data, the performance objectives,
each student's charted performance on the three objectives, and a dis-
cussion of the results.
Claudia
Case history . Claudia was referred to the Alternative Program by her
parents. She is one of five children in the family, all of whom were
receiving special-education services within the school system.
Claudia, age 16, and her brother Kerry, age 17, were both placed with
the Alternative Program due to emotional and behavioral difficulties.
Claudia had a history of truancy, the most recent event involving
running away from home for a two-week period of time. She was picked up
by the police in a southern state and held in protective custody
until
her father could escort her home. Other problematic behaviors
included
lying, noncompliance, failure to complete assignments, and unexcused
absences from classes.
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The family was involved in family therapy prior to their move to
the school system the previous year. The social worker reported that
she saw the family situation as unstable with minimal structure and
consistency for the children. The father was away from home fre-
quently, thus leaving the majority of the discipline at home with the
mother. Medically, the mother had been hospitalized on several
occasions for psychiatric reasons and also had various difficulties
associated with a hysterectomy and a mastectomy. The parents took
advantage of the support services offered by the Alternative Program,
specifically counseling for the mother and the twenty-four-hour crisis
intervention. Calls were received almost daily from the parents.
Outcomes data . Data gathered on performance outcomes for Claudia are
presented in Table 1.
TABLE 1
CLAUDIA: OUTCOMES DATA
Before
Placement
After
Placement Change
Disciplinary
Referrals 6 2 -4
Credits
Earned 9 18.75 +9.75
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TABLE 1 (Con't.)
Before
Placement
After
Placement Change
Grade Point -
Average 1.90 1.10 -.80
Test Scores
Reading 6.2 8.5 +2.3
Spelling 5.8 8.5 +2.8
Math N.A. N.A. N.A.
N.A. = Not Available.
Performance Objectives . The three objectives chosen as priorities
were:
1) Claudia will be able to comply with school rules and
regulations as evidenced by being on time to her
classes at a 100% criterion level for three consecutive
days
.
2) Claudia will be able to comply with school rules and
regulations as evidenced by coming to class prepared
(e.g., with her books, notebook, paper, and pencil) at
a 90% criterion level for three consecutive days.
3) Claudia will be able to comply with school rules and
regulations as evidenced by completing tasks in class or
assigned as homework at a 80% criterion level for three
consecutive days
.
Claudia's performance on the three selected objectives was judged by
her classroom teachers. Classes included Learning Disabilities
English, Family Life, Consumer Education, and Special Skills Tutoring.
The performance data collected and charted daily on the three
selected objectives are presented in Figures 7, 8, and 9.
DATES OF OBSERVATION
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Discussion
. It appears that Claudia's performance, as evidenced by the
performance data and the outcomes data, improved during the period of
time that she was enrolled with the Alternative Program. Progress was
noted in her performance on each of the three objectives. She met
criterion levels for three consecutive days approximately one month
after she began with the Alternative Program. The data revealed that
Claudia did not perform well during the first several weeks of the
program. Her performance within the monthly reports was also rated
poorly by the counselors. As time went on, Claudia began to perform
much better, even though she had occasional days when overall per-
formance was lower. Unfortunately, when Claudia began to improve, it
was too late to improve her grade-point average. However, the number
of disciplinary referrals was decreased by 75% (from 6 to 2) and the
number of credits earned increased by 100% (from 9 to 18). Test scores
over a one-year period of time in reading and spelling improved 2.3
years and 2.8 years, respectively.
George
Case history . George was referred to the Alternative Program by his
father and his stepmother. The parents reported that George's behavior
was uncontrollable at home and they were concerned about his non-
compliance, his fighting, smoking, inappropriate language, disobeying
home rules and regulations, and his poor school performance. Simi-
larly, the school was concerned about George's truancy, failure to
report to assigned classes, smoking, forging notes, and failing
classes
.
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Academically, George had a history of poor school performance
and was diagnosed as a student with learning disabilities and emotional
problems. George lived with his mother in another state until she
reported that she could not handle his behavior and requested that he
be removed from the home. It was at that time that George came to live
with his father, a new stepmother, and several new siblings.
Outcomes data
. Data gathered on performance outcomes for George are
presented in Table 2.
TABLE 2
GEORGE: OUTCOMES DATA
Before After
Placement Placement Change
Disciplinary
Referrals 4 3 -1
Credits
Earned 22 36 +14
Grade Point
Average 2.25 2.50 + .25
Test Scores
Reading
Spelling
Math
5.0 7.9 +2.9
4.5 6.5 +2.0
5.7 7.1 +1.4
90
Performance objectives
. The three objectives chosen as priorities
were:
1) George will be able to comply with school rules and
regulations as evidenced by being on time to his
classes and being prepared (e.g., with his books, note-
book, paper, and pencil) at 100% criterion level for
three consecutive days
.
2) George will be able to comply with school rules and
regulations as evidenced by completing tasks in class or
assigned as homework at a 90% criterion level for
three consecutive days.
3) George will be able to comply with adult requests within
three seconds and will interact positively with adults
in the afternoon community-based program component at a
criterion level of 80% for three consecutive days.
George was judged on the first two objectives by his classroom
teachers. Classes included Learning Disabilities English, Special
Skills Tutoring, Math, and United States History. The third objective
was judged by the counselors during the community-based learning program
component
.
The performance data collected and charted daily on the three
selected objectives are presented in Figures 10, 11, and 12.
Discussion. It appears that George responded well to the school struc-
ture and consistency as evidenced by the performance data and the
outcomes data. Consistent progress was noted in George's being on time
and prepared for classes. Data collected on completion of assigned
tasks were extremely high, measuring 100% all days except one. The
area of compliance and positive verbal interaction during the afternoon
program was still weak at the end of the field test although progress
was evident. The number of disciplinary referrals after George was
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placed with the Alternative Program decreased by 25% (from 4 to 3)
and the number of credits earned increased by 39% (from 22 to 36)
.
George's grade-point average increased by .25 (from 2.25 to 2.50).
Test scores over a year's period of time in reading, spelling, and
math improved 2.9 years, 2.0 years, and 1.4 years, respectively.
John
Case history . John was referred by his parents for residential place-
ment prior to being placed with the Alternative Program. During a
mediation meeting following the parents' rejection of the school's
individual educational plan, it was recommended by the Regional Educa-
tion Office that John be placed with the Alternative Program rather
than in a residential setting. The placement was reluctantly accepted
by the parents. John was an adopted seventeen-year-old junior who had
received special-education services for the past ten years. Behaviors
of concern included truancy, failure to complete assignments, and
smoking within the school building. The parents reported incidents of
John staying out late at night, disobeying home rules and regulations,
and inappropriate language.
Academically, John was identified as a student with learning and
behavioral problems. Test scores prior to placement with the Alterna-
tive Program had not changed significantly over a two-year period of
time. For educational purposes, John was assigned a special-education
class full-time one year prior to his placement with the Alternative
Program. Although he was frequently truant, noncompliant , and did not
complete assigned tasks, according to teacher reports, the problems
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were most often handled by the special-education personnel rather than
by traditional disciplinary procedures. When John was placed with the
Alternative Program, he was scheduled for mainstream classes rather than
special education classes.
Outcomes data . Data gathered on performance outcomes for John are pre-
sented in Table 3.
TABLE 3
JOHN: OUTCOMES DATA
Before After
Placement Placement Change
Disciplinary
Referrals 2 1 -1
Credits
Earned 23.5 30 +6.5
Grade Point
Average 1.7 1.0 -.7
Test Scores
Reading 6.8 7.5 + .7
Spelling 4.9 5.5 + .6
Math 6.3 7.7 +1.4
Performance objective. The three objectives chosen as priorities were:
1) John will be able to comply with school rules
and regulations as evidenced by being on time
to his classes and being prepared (e.g., with
books, notebook, paper, and pencil) at 100%
criterion level for three consecutive days.
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2) John will be able to comply with school rules and
regulations as evidenced by completing tasks in class
or assigned as homework at a 90% criterion level for
three consecutive days
.
3) John will be able to comply with adult requests within
i-^ree seconds in the afternoon community“based program
component at a criterion level of 85% for three con-
secutive days
.
John was judged on the first two objectives by his classroom teachers.
Classes included Learning Disabilities English, Math, United States
History, and Supportive Study within the Resource Room. The third
objective was judged by the counselors during the community-based
learning program component.
The performance data collected and charted daily on the three
selected objectives are presented in Figures 13, 14, and 15.
Discussion
. It appears that John's performance, as evidenced by the
performance data, improved during the period of time that he was en-
rolled with the Alternative Program. A gradual improvement trend was
noted in his performance on the selected objectives. Completing as-
signed tasks showed a more substantial improvement with consistency
over time than coming to class on time and being prepared for classes.
John reached mastery criteria on all of the objectives. Compliance
during the afternoon community-based program component was high except
three days during April and May. The number of disciplinary referrals
after John was placed with the Alternative Program decreased by 50%
(from 2 to 1) and the number of credits earned increased by 27% (from
23 to 30). John's grade-point average actually decreased by .7 (from
1.7 to 1.0) probably due to the fact that he was placed in regular
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education classes rather than special education classes that were pre-
viously individualized for his needs and academic functioning levels.
Test scores over a year's period of time in reading, spelling, and math
improved
.7 years, .6 years, and 1.4 years, respectively.
Kerry
Case history . Kerry was referred to the Alternative Program by his par-
ents. He was a seventeen-year-old ninth grader who was repeating fresh-
man level courses for the third time. He transferred the previous year
from another school system and was placed with the Alternative Program
for emotional and behavioral reasons. Behaviors of concern in the school
included failure to complete assigned tasks, smoking in the halls, non-
compliance, truancy, and being tardy to classes. Within the home, the
mother reported that Kerry drank alcohol, ran away several times, stole
a bicycle, exposed himself, and generally presented major behavior prob-
lems to the parents. He was previously recommended for residential
treatment by a psychiatrist who presented a very dangerous and pessimis-
tic picture of Kerry. Kerry also had a history of being involved with
the courts and was on probation prior to and during placement with the
Alternative Program.
Kerry's academic performance fluctuated, although he seemed to
progress more rapidly in classes where academic and behavioral expecta-
tions were well defined and instruction was individualized. Kerry had
a history of attending special education classes and was diagnosed as a
student with learning disabilites and severe emotional and behavioral
problems
.
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Outcomes data . Data gathered on performance outcomes for Kerry are
presented in Table 4.
TABLE 4
KERRY: OUTCOMES DATA
Before After
Placement Placement Change
Disciplinary
Referrals 5 8 +3
Credits
Earned 17.5 26 +8.5
Grade Point
Average .80 1.70 + .90
Test Scores
Reading N.A. N.A.
Spelling N.A. N.A.
Math N.A. N.A.
N.A. = Not Available.
Performance objectives . The three objectives chosen as priorities
were
:
( 1 ) Kerry will be able to comply with school rules and
regulations as evidenced by being on time to his
classes and being prepared (e.g., with his books,
notebook, paper, and pencil) at 100% criterion level
for three consecutive days.
2) Kerry will be able to comply with school rules and
regulations as evidenced by completing tasks in class or
assigned as homework at a 90% criterion level for three
consecutive days.
100
Kerry will be able to comply with adult requests within
three seconds and will interact positively with adults
in the afternoon community-based program component at a
criterion level of 80% for three consecutive days.
Kerry was judged on the first two objectives by his classroom teachers.
Classes included Learning Disabilities English, Math, United States
History, and Special Skills Tutoring. The third objective was judged
by the counselors during the afternoon community-based learning
component.
The performance data collected and charted daily on the three
selected objectives are presented in Figures 16, 17, and 18.
Discussion . Kerry's performance within the school environment was
erratic and inconsistent with percentages ranging from 17% to 100%.
Being on time and prepared for classes were rated lower than completing
assigned tasks. However, the data on Kerry's compliance and positive
verbal interaction during the afternoon community-based learning pro-
gram component showed a more consistent and positive pattern of be-
havior. The staff reported that they had seen improvements in Kerry's
overall performance and in particular in his listening behavior, his
follow-through, and his ability to make better choices outside of the
school environment. Kerry eventually moved out of his house but con-
tinued to take a bus from a neighboring city to participate in the
Alternative Program. Eventually, his sister Claudia also moved out and
shared the apartment with Kerry. The number of disciplinary referrals
after Kerry was placed with the Alternative Program increased by 38%
(from 5 to 8) and the number of credits earned increased by 33% (from
17 to 26). Kerry's grade-point average increased by .9 (from .80 to
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1.70). Academic test scores were unavailable due to Kerry's unwilling-
ness to take the tests. Even though the data were inconsistent, the
staff felt that Kerry made significant progress during the field test
in social, living, learning and critical thinking skills, and recreation
areas and that Kerry, if given similar programming the next year, would
progress positively and rapidly.
Larry
Case history
. Larry, a sixteen-year-old student repeating his freshman
year, was referred to the Alternative Program by a teacher who indicated
that he had problems attending class, complying with teacher requests,
being arrested for possession of marijuana, and being caught smoking
marijuana in the high school. Larry lived with his mother who was
recently divorced. She reported that there were problems within the
home including Larry's use of marijuana, his staying out late at night,
and other behavioral problems.
Academically, Larry was capable of completing work at grade
level. No significant academic or learning problems were noted in the
evaluation data. Larry was described as a student with behavioral
problems who needed a structured program with well-defined behavioral
expectations
.
Outcomes data. Data gathered on performance outcomes for Larry are
presented in Table 5.
lOA
TABLE 5
LARRY: OUTCOMES DATA
Before After
Placement Placement Change
Disciplinary
Referrals 9 2 -7
Credits
Earned 17.25 22.50 +5.25
Grade Point
Average 1.1 2.0 + .9
Test Scores
Reading N.A. N.A.
Spelling N.A. N.A.
Math N.A. N.A.
N.A. = Not Available.
Performance Objectives
The three objectives chosen as priorities were:
1) Larry will be able to comply with school rules and
regulations as evidenced by attending his classes on
time at a 90% criterion level for three consecutive days.
2) Larry will be able to comply with school and community
rules and regulations as evidenced by the completion of
assigned tasks in school and in the community at a
criterion level of 80% for three consecutive days.
3) Larry will be able to comply with adult requests
within
three seconds and will demonstrate positive group par-
ticipation at an 80% criterion level for three consecu-
tive days.
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Larry was judged on the first objective by his classroom teachers.
Classes included English, Math, United States History, and Introduction
to Business. The second objective was judged by both Larry's classroom
teachers and the counselors within the afternoon community-based learn-
ing program component. The third objective was judged by the coun-
selors within the afternoon community-based learning program component.
The performance data collected and charted daily on the three
selected objectives are presented in Figures 19, 20, and 21.
Discussion . Larry met the selected objectives in both the school and
the community environments. Attending classes on time seemed to be the
most difficult area for Larry with percentages ranging from 34% to
100%. The completion of tasks, compliance and group-participation data
were good until the last several weeks. It should be noted that
Larry's mother decided to set up a home contingency during the program
so that car privileges could be earned for appropriate home behavior.
Although Larry met the contingencies, his performance dropped as soon
as he had use of the car, according to teacher and parent reports. The
number of disciplinary referrals after Larry was placed with the Alter-
native Program decreased by 78% (from 9 to 2) and the number of credits
earned in one year increased by 23% (from 17 to 22). Larry's grade-point
average increased by .9 (from 1.1 to 2.0). Academic test scores were
available but on different tests rendering a comparison of the scores
invalid.
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Theresa
Case history. Theresa, a fifteen-year-old female, was referred to the
Program by her parents who were concerned about her lack of
school progress and a variety of behavior problems. Behaviors of
concern to the parents included Theresa's difficult remembering,
smoking, then putting her cigarettes out in her shoes, and general
noncompliance at home. Similarly, the school was concerned about
Theresa's truancy, smoking and cutting classes. The parents were
described as "very socially mobile and aggressive" by a medical doctor.
They set up their own advertising agency and were away from home fre-
quently, leaving Theresa unsupervised. Although the parents appeared
to care a great deal for Theresa, they did not seem able to provide the
structure and consistency that she needed.
Academically, Theresa was placed in a substantially separate
class for emotionally disturbed children in elementary school and she
received substantial special-education services in the middle and high
schools. A neurologist described Theresa as a yoimgster with "adjust-
ment problems," possible "pre-psychotic behaviors," or a "thought dis-
order." The neurologist recommended a highly structured, vocationally
oriented school program.
Outcomes data . Data gathered on performance outcomes for Theresa are
presented in Table 6.
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TABLE 6
THERESA: OUTCOMES DATA
Before
Placement
After
Placement Change
Disciplinary
Referrals 8 2 -6
Credits
Earned 21.50 28.75 +7.25
Grade Point
Average .33 2.0 +1.67
Test Scores
Reading 8.2 9.6 +1.4
Spelling N.A. 8.4
Math 6.3 6.5 + .2.
N.A. = Not Available.
Performance objectives . The three objectives chosen as priorities were:
1) Theresa will be able to comply with school rules and
regulations as evidenced by being on time to her classes
at a 100% criterion level for three consecutive days.
2) Theresa will be able to comply with school rules and
regulations as evidenced by coming to class prepared (e.g.,
with her books, notebook, paper, and pencil) at a 90%
criterion level for three consecutive days.
3) Theresa will be able to comply with school rules and
regulations as evidenced by completing tasks in class or
assigned as homework at a 80% criterion level for three
consecutive days.
Theresa was judged on the three selected objectives by her classroom
teachers. Classes included English, Math, and United States History.
no
The performance data collected and charted daily on the three
selected objectives are presented in Figures 22, 23, and 24.
Discussion . Theresa met the criterion levels specified within the
objectives, although the data collected on being on time to classes was
erratic, needing further attention. Theresa did well on the other two
objectives, being prepared and completing assigned tasks demonstrating
a more consistent pattern of behavior. Reports from the program staff
indicated that Theresa had difficulties initially interacting with
peers and did not want to participate in recreational activities.
However, she gradually became more involved and seemed to enjoy her
interactions with the adults and peers. The number of disciplinary
referrals after Theresa was placed with the Alternative Program de-
creased by 75% (from 8 to 2) and the number of credits earned in one
year increased by 25% (from 21 to 28). Theresa's grade-point average
increased by 1.67 (from .33 to 2.0). Academic test scores in reading
and math over a one year's period of time improved 1.4 years and .2
years, respectively.
Tom
Case history . Tom is an adopted sixteen-year-old who referred himself
to the Alternative Program after a year of academic and behavioral
difficulties within the high school. Tom's parents refused to talk to
special-education personnel, to allow testing to be completed on Tom,
and refused any kind of special education services for Tom. Tom's
behavior was problematic at home and at school. Tom made frequent
Ill
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contacts with the school social worker and with his guidance counselor
to help him convince his family to participate in the Alternative Pro-
gram. After many contacts with his parents, the school obtained agree-
ment for placement with the Alternative Program provided that no further
contact would be made by the school with the family.
Shortly after placement with the program, the parents requested
a foster-home placement for Tom. Although the transition was diffi-
cult, Tom seemed to handle it well and performed very consistently
within his new home, the school, and the community settings. Tom was
not referred to the office for disciplinary action prior to or after
placement with the Alternative Program. Behaviors of concern to Tom's
teachers were swearing, noncompliance, failure to complete assignments,
and being tardy to his classes.
Outcomes data . Data gathered on performance outcomes for Tom are pre-
sented in Table 7.
Performance objectives . The three objectives chosen as priorities were
1) Tom will be able to comply wiith school rules and
regulations as evidenced by being on time to his
classes and being prepared (e.g., with his books, note-
book, pencil, and paper) at 100% criterion level for
three consecutive days.
2) Tom will be able to comply with school rules and regula-
tions as evidenced by completing tasks in class or
assigned as homework at a 90% criterion level for three
consecutive days
.
3) Tom will be able to comply with adult requests within
three seconds and will use appropriate language with
peers and adults in the afternoon community-based
learning program component at a criterion level of 80/)
for three consecutive days.
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TABLE 7
TOM: OUTCOMES DATA
Before
Placement
After
Placement Change
Disciplinary Referrals 0 0 0
Credits
Earned 10 30 +20
Grade Point
Average 1.0 2.0 +1.0
Test Scores
Reading N.A. N.A.
Spelling N.A. N.A.
Math N.A. N.A.
N.A. = Not Available.
Tom was judged on the first two objectives by his classroom teachers.
Classes included English, Science, and United States History. The
third objective was judged by the counselors during the afternoon
community-based learning component.
The performance data collected and charted daily on the three
selected objectives are presented in Figures 25, 26, and 27.
Discussion . It appears that Tom's performance as evidenced by the
performance data and the outcomes data, improved during the period of
time that he was placed with the Alternative Program. Tom performed
excellently on the objectives relating to being on time to classes.
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being prepared for classes, and completing assigned tasks. He easily
met mastery criteria and his behavior in those areas was extremely
consistent. Tom's weakest performance was in the area of compliance
and appropriate language, with percentages ranging from 34% to 100%.
The data indicate that additional work is needed in this area. The
number of credits earned increased 67% (from 10 to 30) and Tom's
grade-point average increased 1.0 (from 1 to 2). Test scores were not
available by parental request.
Summary of Performance Data
This section presented information on seven students who parti-
cipated with the Alternative Program for four months. Case histories
for each of the students, perfoirmance outcomes on four sources of
unobtrusive data, performance objectives for each student, and each
student's charted performance on the three objectives were presented.
All of the students met criterion levels for each objective, although
it was noted in some cases that students' performance over time was not
sustained. Individual recommendations were made for continuing those
objectives when student-behavior patterns were not inconsistent.
Data on performance outcomes were generally favorable. Summary
tables on all students' performance outcomes for the number of dis-
ciplinary referrals, the number of credits earned, and grade-point
averages are presented below. Disciplinary referrals were decreased
from a mean of 4.86 prior to placement with the Alternative Program to
a mean of 2.57 after placement with the Alternative Program. The
average number of credits earned one year prior to placement with the
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TABLE 8
DISCIPLINARY REFERRALS BEFORE AND DURING PLACEMENT
WITH THE ALTERNATIVE PROGRAM
Before
Placement
After
Placement Change
Claudia 6 2 -4
George 4 3 -1
John 2 1 -1
Kerry 5 8 +3
Larry 9 2 -7
Theresa 8 2 -6
Tom 0 0 0
MEAN 4.86 MEAN 2.57
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TABLE 9
NUMBER OF CREDITS EARNED BEFORE AND AFTER PLACEMENT
WITH THE ALTERNATIVE PROGRAM
Before
Placement
After
Placement Change
Claudia 9 18.75 +9.75
George 22 36 +14
John 23.5 30 +6.5
Kerry 17.5 26 +8.5
Larry 17.25 22.50 +5.25
Theresa 21.5 28.75 +7.25
Tom 10 30 +20
MEAN 17.25 MEAN 27.43
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TABLE 10
GRADE POINT AVERAGES BEFORE AND AFTER PLACEMENT
WITH THE ALTERNATIVE PROGRAM
Before After
Placement Placement Change
Claudia 1.90 1.10 -.80
George 2.25 2.50 + .25
John 1.70 1.00 -.70
Kerry .80 1.70 + .90
Larry 1.10 2.00 + .90
Theresa .33 2.00 +1.67
Tom 1.00 2.00 +1.00
MEAN 1.30 MEAN 1.76
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Alternative Program was 17.25. After placement with the Alternative
Program, the average number of credits earned was 27.43, an average
gain of 10.43 credits. The mean grade-point average over four months
was .46. Although the data varied considerably from students' overall
performance increased during the time that they were placed with the
Alternative Program.
Questionnaire Results on Perceived Effectiveness
of the Alternative Program
In addition to student outcomes data, the evaluation of the
Alternative Program called for the collection of perceived effective-
ness data by various constituencies. This section will review the
procedures used to develop the questionnaires and will present the data
on perceived effectiveness.
Questionnaire Development
Questionnaires were designed, validated, field tested, and
distributed to gather data about staff, student, and parent perceptions
of the effectiveness of the Alternative Program. First, the question-
naires were designed by the researcher and reviewed by seven profes-
sionals in the field of curriculum, research, and special education.
The feedback generated from the content validation procedures was used
to revise the questionnaires and to prepare them for field testing.
Second, selected groups of appropriate staff, students, and
parents who were familiar with the Alternative Program but not directly
involved in the study, were asked to complete the questionnaires.
For
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the staff survey, individuals who were familiar with the Alternative
Program agreed to participate in field testing the questionnaire. The
instrument was sent to eleven people and returned by ten people, a 91%
return on the field test. Minor changes were made within the instrument
relating to clarity of language, ease of answering, and minor revisions
on the Likert Scale.
For the student survey, four students familiar with the Alterna-
tive Program but not involved in the study agreed to complete question-
naires. All four students returned the questionnaire. With the field
test as well as the distribution of the questionnaires to the actual
sample of students, one dollar was included with the questionnaire to
encourage the students to complete them. Only one revision was made
for the final draft of the instrument. The field test asked students
to rate their behavior before and after the program. Due to the fact
that many students did not perceive themselves weak in any area, the
question was changed to ask them to rate their improvement in each
area
.
For the parent survey, seven parents were asked to participate
in field testing the questionnaire. Two parents returned the ques-
tionnaire, a 27% return. No revisions were made in the parent ques-
tionnaire .
The results were analyzed to provide information about how well
the instruments measured audience perceptions of the program. Finally
,
the questionnaires were distributed to staff, students, and parents who
participated in the study.
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Staff Perceptions of the Alternative Program
The purpose of the staff questionnaire was to measure percep-
tions of the accomplishment of program aims, student behavior change,
the effectiveness of the learning opportunities, communication and
coordination strategies, overall program satisfaction, and the per-
ceived strengths and weaknesses of the program.
Twenty-two questionnaires (see Appendix D) were sent to
teachers, administrators, guidance counselors, and support staff (e.g.,
psychologists, social workers) at the end of the study. Nineteen of
the questionnaires were returned to the researcher, a 86% return. On a
follow-up of the individuals who did not return the questionnaire, two
staff members indicated that they did not feel they knew the program
well enough to complete the questionnaire. One other person said that
he would send the questionnaire to the researcher, but did not.
The accomplishment of program aims . Twelve questions were developed to
judge the accomplishment of program aims. Participants were asked to
judge how well each aim was accomplished on a five-point scale. The
program aim and its mean rating are presented from highest mean rating
to lowest mean rating.
KEY: 5 to the maximum extent
4 to a large extent
3 adequately
2 minimally
1 not at all
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PROGRAM AIM MEAN ACCOMPLISHMENT
RATING
The provision of daily monitoring
of student progress. 4.59
The provision of an environment
that was positive, encouraging
constructive learning. 4.35
The provision of an environment
that was predictable for the students. 4.35
The provision of opportunities to
work for the community. 4.25
The provision of opportunities to
work in team situations. 4.20
The provision of opportunities to
learn occupational attitudes and
appropriate work behaviors. 4.07
The provision of recreational activities
for positive use of Students' leisure time. 4.00
The provision of learning opportunities
to develop social skills. 3.94
The provision of opportunities to
cooperate with the family. 3.82
The provision of learning opportvmities
to develop pre-vocational skills. 3.79
The provision of learning opportunities
to develop academic skills. 3.71
The provision of learning opportunities to
develop career education (knowledge about
career choices). 2.93
All of the program aims, except the opportunity to develop career educa
tion, were rated high in accomplishment. Seven of the twelve (58%) pro
gram aims fell between the categories "to a large extent' and to the
maximum extent." An additional four of the twelve (34%) program aims
rated as being accomplished "better than adequately. Only onewere
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program aim, career education, was rated as being accomplished "less
that adequately."
Overall, the accomplishment of program aims was seen very posi-
tively by the staff. The provision of daily monitoring of student
progress, the provision of an environment that was positive, the
encouragement of constructive learning, and the provision of an
environment that was predictable for the students were rated the
highest program aims. Career education was rated the lowest program
aim.
Student-behavior change . Four questions were developed to gather staff
perceptions of student-behavior change. The amount of improvement noted
by the staff in students* behavior, students' attitudes, and students'
academic performance is presented below:
TABLE 11
THE AMOUNT OF STUDENT IMPROVEMENT PERCEIVED BY STAFF
excellent good adequate little none
Behavior 6% 67% 27% 0% 0%
Attitude 13% 54% 33% 0% 0%
Academic Performance 0% 57% 36% 7% 0%
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In addition, one question asked participants to list any other signifi-
cant improvements. Eighteen additional responses generally related to
improved self-control and social behaviors
. Improvements were noted in
students' behavior, students' attitudes, and students' academic perform-
ance. Results indicated that the staff saw greater improvements in
behavior and attitude than in academic performance. The other signifi-
cant improvements mentioned fell into self-control and social-inter-
action behaviors.
Program satisfaction . Two questions were designed to judge the Alterna-
tive Program's overall effectiveness. Staff rated the program's curric-
ulum 4.0 on a five-point scale (l=low; 5=high) . The overall rating of
the Alternative Program was 4.1 on a five-point scale (l=low; 5=high)
.
When asked if they would like to see the Alternative Program continue
,
eleven out of fifteen staff members answered "yes." Four out of fifteen
staff members answered "yes, with modifications." Suggested modifica-
tions included:
more parental involvement
stronger consequences for irresponsible behavior
more opportunities for individual initiative
available career resources
flexible use of consequences
The majority of the staff rated the program "very good." No one indi-
cated that they did not want the program to continue.
Learning Opportunities, Communication Strategies,
and Coordination Strategies
The staff members were asked to rate the quality of various
aspects of the Alternative Program on a five-point scale. Each aspect
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of the program and its mean rating is presented in order of highest
mean rating to lowest mean rating.
KEY: 5 - excellent
4 - very good
3 - average
2 - poor
1 - very poor
PROGRAM COMPONENT MEAN QUALITY RATING
4.6
4.6
4.5
4.4
4.4
4.4
4.2
4.2
4.0
3.9
3.7
3.7
All of the scores were better than average. Relative strengths here
included "outward bound activities," "staff communication," and "con-
sistency among the staff toward student behavior." Relative weak-
nesses in this area included "conununity-based learning
opportunities"
Outward bound activities (weekend
and/or day trips)
Staff communication
Consistency among the staff toward
student behavior
Cooperation between staff
Coordination in school
Coordination between the counselors
and school staff
Twenty-four-hour crisis intervention
School-based learning opportunities
Coordination between the counselors
,
the school, and the home
Recreational learning opportunities
Community-based learning oppor-
tunities
Communication with parents
and
"communication with parents.
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Staff Perceptions of the Strengths and Weaknesses
of the Alternative Program
Four open-ended questions were developed to gather staff percep-
tions about the strengths and weaknesses of the program, and to give
staff the opportunity to suggest improvements and to provide any addi-
tional comments. A total of thirty-eight items were listed as strengths
of the Alternative Program. Ten of the thirty-eight responses related
to consistency, structure, and the monitoring of student progress. An
additional four responses related to the curriculum of the program.
Cooperation and coordination were mentioned three times and designing
programs based on unique learning needs was mentioned three times.
Other responses included items such as "a positive atmosphere," "social
skills," and "emotional issues addressed."
A total of nine items were listed as major weaknesses of the
program. Four out of the fourteen responses related to lack of parental
involvement, commitment, and training. One response related to career
education and two responses related to vocational goals. Staff in-
service and training was mentioned once.
Thirteen recommendations were suggested by the staff. Three of
the thirteen recommendations involved increasing parental commitments.
Inservice was recommended once and the hiring of additional staff to
expand the program was mentioned three times. Additional comments by
staff included: "outstanding program with an incredible success rate,"
"very positive program," "a definite asset for students, the program
is good overall and the staff effective," and "the program does work
well--it keeps students in school, reduces vandalism, and helps them to
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grow—the chances are great that these students would drop out without
it."
Overall, the staff who participated in the study seemed positive
about the Alternative Program. Aims were accomplished and people
judged the program's overall effectiveness as "veiry good." Staff com-
munication and cooperation, consistency, daily monitoring of student
progress, crisis intervention, school-based learning, and outward bound
activities received ratings from "very good" to "excellent." Communica-
tion with parents, recreational activities, and community-based learning
opportunities were rated lower. Many strengths relating to consistency
and structure were perceived by the staff. Perceived weaknesses generally
related to parental involvement and career education. Useful recommenda-
tions concerning parents and staff inservice are included in recommenda-
tions for improving the program.
Student Perceptions of the Alternative Program
The student questionnaire (see Appendix E) was designed to
measure student perceptions of the program's effectiveness, student
behavior change, the program's learning opportunities, and perceived
strengths and weaknesses of the Alternative Program.
Six out of the seven students who participated in the study were
asked to complete questionnaires. One student was attending another
school system and placed in a foster home that could not be located.
Four students returned the questionnaire voluntarily. The remaining
two students were interviewed and reluctantly answered the questions
while the researcher recorded their responses.
130
Program satisfaction
. Several questions relating to student percep-
tions of the program's effectiveness were presented. When asked if the
program helped them four out of the six students (67%) replied "yes."
One student (16.5%) replied "no," and one student (16.5%) replied "yes"
and "no."
Students felt that the program helped them to do well in school,
to get along with their parents, and to prepare them for jobs. Five
out of six of the students (83%) felt that they did not want to con-
tinue with the program. Four out of the six students (67%) indicated
that they did not enjoy the program and two out of the six students
(33%) indicated that they enjoyed the program. Students' overall
rating of the Alternative Program was 3.0 on a five-point scale (l=low;
5=high)
.
Learning opportunities . Students were asked to rate the learning
opportunities provided by the program. The learning opportunities and
its mean rating are:
KEY: 5 excellent
4 very good
3 average
2 poor
1 very poor
LEARNING OPPORTUNITY
High school classes
Afternoon program
Recreation
Weekend trips
MEAN RATING
3.5
3.5
3.5
3.0
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The weekend trips were rated "average." The other three learning op-
portunities were rated between "average" and "very good."
Behavior change. Students were asked to rate their improvement since
they were involved with the Alternative Program. Each behavior and the
number of students who responded in each category is presented.
TABLE 12
THE AMOUNT OF STUDENT IMPROVEMENT PERCEIVED BY STUDENTS
AMOUNT OF IMPROVEMENT
excellent
very
good
(N = 6)
average poor
very
poor
School grades 1 1 3 1 0
School behavior 1 3 1 1 0
Home behavior 1 2 2 0 0
Attitude toward school 2 2 0 1 0
Going to class 1 2 3 0 0
Completing assignments 1 2 1 1 0
Ability to work in a group1 1 2 3 0 0
Use of free time 1 2 2 1 0
Sense of responsibility 1 3 1 1 0
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The behaviors rated in rank order from most improved to least
improved are presented below:
BE^HAVIOR MEAN RATING
School grades 3.8
School behavior 3.8
Ability to work in a group 3.6
Attitude toward school 3.5
Use of free time 3.5
Completing assignments 3.3
Going to class 3.1
Home behavior 3.1
Sense of responsibility 3.0
Improvement in grades, school behavior, the ability to work in a group,
and the use of free time were rated relatively high. Areas of least
improvement as rated by students included sense of responsibility,
going to classes, and home behaviors. Student responses seemed to be
inconsistent with the student-achievement data that suggested students
were attending classes more consistently and that they were completing
assigned tasks. Various reasons could account for this discrepancy.
First, knowing that tests and questionnaires are often aversive to the
students, they may not have taken the task seriously. Second, as in
the field test, many of the students might not have perceived themselves
as needing improvement in any area. Further, the somewhat negative
reaction to continuing in the program might be due to the control the
students experienced from the extensive supervision and monitoring.
Fourth, the students historically received attention for lack of success
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than success. Accepting positive behavior change, therefore,
might be difficult for them. Finally, the ultimate goal of the program
is students' full-time re-entry into the mainstream. To desire to
continue in a regular program rather than a special alternative is a
positive attitude.
Student Perceptions of the Strengths and Weaknesses
of the Alternative Program
Several questions were developed to gather student perceptions
of the strengths and weaknesses of the Alternative Program. A total of
six items were listed as strengths of the program. Two of the six
responses related to improved peer interactions. One response related
to the recreational activities offered by the program and one response
related to the work opportunities offered by the program.
A total of three items were listed as perceived weaknesses of
the Alternative Program. The recreational activities, the pay, and the
"card system"®^ were each mentioned once. Students, if given the
opportunity to run the program differently, would change some of the
recreational activities, would increase the pay, and would not use the
card system.
Student responses on the questionnaire were generally lower than
the responses of the staff. Most of the students rated the program
"average." Four students indicated that the program helped them. An
equal number of students did not want to continue with the program and
did not enjoy the program.
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Parent Perceptions of the Alternative Program
The parent questionnaire was designed to gather parent percep-
tions of the program's learning opportunities, student-behavior change,
communication and coordination strategies, and the perceived strengths
and weaknesses of the program. Nine parents were asked to complete the
questionnaire. Three parents initially returned the questionnaire, a
33% return. A second letter and questionnaire yielded two additional
responses, a 55% return.
Learning opportunities . Parents were asked to judge the adequacy of
the program's learning opportunities. The various learning opportuni-
ties with mean ratings, are presented in rank order from highest mean
rating to lowest mean rating.
KEY: 5 ” excellent
4 - very good
3 - average
2 - poor
1 - veiry poor
LEARNING OPPORTUNITIES MEAN RATING
Community-based learning opportunities 4.0
School-based learning opportunities 4.0
Overall program effectiveness 3.8
Weekend and day trips 3.6
Recreational opportunities 3.2
Community-based learning opportunities and school-based learning oppor-
tunities were rated "very good." Weekend and day trips and recrea-
tional opportunities were rated better than "average.
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Student-behavior change. One question addressed the amount of improve-
ment noted by parents in specific areas since their child started the
Alternative Program. Each behavior and the amount of improvement noted
by parents is presented. Presented in rank order, these behaviors are:
gmVIOR MEAN RATING
Behavior at school 4.4
Behavior at home 4,0
School grades 3.8
Use of leisure time 3.6
Better sense of responsibility and
purpose 3.6
Social skills 3.4
Academic performance 3.2
Attitude toward school 3.2
Relative strengths included behavior at school and behavior at home.
Relative weaknesses included academic performance and attitude toward
school
.
Coordination and communication . All of the parents who responded to
the questionnaire indicated that knowledge about the general and
specific goals for their child were extremely important. Three out of
five parents (60%) indicated that they were aware of the goals for
their child "to a large extent"; two out of the five parents (40%)
indicated that they were aware of the goals for their child "minimally."
Communication with parents was rated 3.0 on a five-point scale (l=low;
5=high) and coordination was rated 2.6 on a five-point scale (l=low;
5=high)
.
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Three out of the five parents indicated that they met weekly
(two parents) and biweekly (one parent) with the counselors. Two par-
ents indicated that they met with the counselors monthly. Two parents
out of five (40%) indicated that the meetings were helpful "to a large
extent." Three of the five parents (60%) indicated that the meetings
were helpful "to some extent."
Parent Perceptions of the Strengths and Weaknesses
of the Alternative Program
Three questions sought to gather parent perceptions of the
strengths and weaknesses of the Alternative Program and to suggest im-
provements for the program.
A total of four items were listed as strengths of the Alternative
Program. Three of the responses related to the structure, supervision,
and monitoring of the child within the program. One response mentioned
the relationship between the counselor and the student as a strength.
A total of four items were listed as weaknesses of the Alterna-
tive Program. The items related to communication, too brief an inter-
vention, and the removal of the youngster from the academic environment.
Recommendations for program improvement included limiting the scope of
the program, expanding the program, and adding an after-school sports
component to the program.
Parent responses in general were not as positive as the staff or
the student responses. It should be noted that the two least favorable
responses were parents from the same family who were often unavailable
to the counselors or for supervision within the home setting. However,
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some of their comments were very helpful and were considered as recom-
mendations for improving the Alternative Program.
Summary
This chapter described the implementation and evaluation proce-
dures for the Alternative Program and presented the evaluation data
collected to provide information about the program's effectiveness.
Individual case histories, outcomes data, performance objectives, and
charted performance on three selected objectives were presented. The
perceived effectiveness of the Alternative Program by various constitu-
encies was discussed.
Six major findings emerged from an analysis of the evaluation
data. They are:
1) All students successfully met criteria on three priority
objectives. Although mastery levels were accomplished,
in some cases, students were not able to sustain perform-
ance over time.
2) Disciplinary referrals were decreased from a mean of 4.86
per student prior to placement with the Alternative Program
to a mean of 2.56 per student after placement with the
Alternative Program.
3) The mean grade-point average one semester prior to
placement with the Alternative Program was 1.30. The
mean grade-point average after placement with the
Alternative Program was 1.76, a .46 gain. The average
number of credits earned in one year prior to placement
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with the Alternative Program was 17.26. The average
number of credits earned in one year during placement
with the Alternative Program was 27.43, an average gain
of 10.43 credits.
4) All aspects of the program were rated better than
"average" by the staff. Outward bound activities, staff
communication and cooperation, consistency, twenty-four-
hour crisis intervention, and school-based learning
opportunities were rated between "very good" and
"excellent." Community-based learning opportunities were
rated better than "average." Staff felt that all of the
program aims were met better than "adequately" except the
provision of learning opportunities to develop career
education. Several strengths, among them consistency,
structure, comprehensiveness, and extensive monitoring
of student progress were noted. Weaknesses included lack
of parental involvement, career education, and vocational
goals
.
5) Students rated high school classes, the afternoon program,
and recreation better than "average." Weekend trips were
rated "average." Although the students felt that the
program helped them, they indicated that they did not want
to continue with the program. School grades, school be-
havior, the ability to work in a group, attitude toward
school, and the use of free time were rated highest among
the changes students noted in their behavior. Going to
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class, home behavior, and increased sense of responsibility
were rated lower.
6) Parents rated all learning opportunities better than
"average" with community-based learning opportunities
and school-based learning opportunities the highest. They
noted improvements in their child's behavior at school and
at home and considered supervision and monitoring, struc-
ture, and the relationship between the counselor and the
student, strengths of the program. Weaknesses of the
program included communication and the removal of the
student from the academic environment.
It appeared that the Alternative Program was successful in
accomplishing the aims it set out to accomplish as evidenced by an
analysis of the outcomes data, the performance data, and audience per-
ceptions of the program. The Alternative Program seemed to be a viable
option that assisted students within their school, home, and community
environments
.
CHAPTER V
This chapter summarizes the present research, advances recom-
mendations, and suggests directions for implementing secondary school
programs for adolescents who exhibit behavior problems. First, the
problem, the purpose, and the findings are reiterated to provide a
synthesis of the study. Next, three types of recommendations are
advanced: recommendations for improving the Alternative Program;
recommendations for improving the present study; and recommendations
for conducting further research. Finally, practical considerations for
implementing programs for behaviorally disordered adolescents are
discussed.
Summary of the Study
The problem of providing appropriate educational environments
for behaviorally disordered adolescents is a persistent issue for
schools. Thirty percent of children at any age group exhibit behavior
problems characterized by socially unacceptable and personally un-
satisfying responses to their educational environment.®^ For most of
these youngsters, the problems are transient and tend to subside.
However, for three percent of the identified population, the problems
become chronic, requiring special education programs designed to accom-
modate individual needs and to focus on the development of socially
acceptable responses and positive behavior change. Recent court
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decisions, as well as state and federal special education legislation,
have provided the impetus for schools to address the needs of adol-
escents who are not functioning successfully within the traditional
structure and curriculum of secondary educational institutions.^^
Such special education legislation is based on parity of educational
opportunities for all students, the elimination of discriminatory
testing and placement procedures, the reduction of labeling of
students, and provision of services for students with special needs
within the least restrictive educational environment. One piece of
legislation, Massachusetts Chapter 766, states in its Preamble:
This act is designed to remedy past inadequacies and inequities
by defining the needs of children requiring special education
in a broad and flexible manner ... by providing the opportunity
for a full range of special education programs for children
requiring special education; by requiring that a program which
holds out the promise of being special actually benefits children
assigned thereto.
The law prescribes a reform of the philosophy, structure, and previous
practices of special education. It calls for comprehensive evaluation
procedures for each student, individual educational plans, continued
follow-up of student progress, strong parental involvement, and an
explicit due process. The law is a radical piece of legislation which
places emphasis on the behavioral characteristics of students and man-
dates programs designed with those unique behavioral characteristics in
mind. The legislation advocates the procurement of the least restric-
tive program and equal educational opportunities to all handicapped
school-age youngsters.
Since the implementation of state and federal special education
legislation, efforts have been directed toward the development of
143
educational options for youth exhibiting behavior problems. Recent
of educators to meet legislative mandates have included re-
source-room programs, consultant teachers, and collaborative class-
rooms. Many of these programs, especially for students exhibiting
behavior problems, focused on the elementary-age child.®® Minimal
effort has been directed toward the creation of options for the
adolescent. A substantial number of secondary students are inade-
quately served by our schools today in spite of the recent movement
toward mainstreaming and the expansion of special education services.®^
The traditional program options exercised by schools for treatment of
emotionally disturbed or behaviorally disordered adolescents are
costly residential or day placements. Such placements remove students
from the educational mainstream and from the home and community set-
tings. With decreasing available resources within the schools today,
a need exists to develop alternatives that can meet the unique needs of
learners in the least restrictive environment. Mainstreaming means
creation of programs for adolescents experiencing learning and be-
havioral difficulties characterized by individualized and personalized
approaches. It also means the creation of educational* environments
which encourage collegial exchanges which assist educators and students
alike to grow.
In recognition of the need to develop alternatives for adol-
escents with behavior problems and of the positive connotations of
mainstreaming for the equal and successful education of all students,
an alternative program involving the school, the home, and the
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community was designed, implemented, and evaluated for selected behavior-
ally disordered students.
The purpose of this study was to design and field test an alter-
native educational environment for selected secondary school students.
The selected students were identified as "special needs" due to
emotional factors that resulted in behavior problems. Specifically, the
research objectives that guided the study were:
1) to conceptualize a model for the development of programs
for behaviorally disordered adolescents.
2) to determine the priority needs of selected behaviorally
disordered adolescents.
3) to define goals and goals and objectives to meet identified
needs
.
4) to design learning opportunities to accomplish stated goals
and objectives.
5) to field test the program and to gather the following in-
formation about its effectiveness:
the extent to which three selected objectives were
accomplished by each student;
staff perceptions of the program's effectiveness;
student perceptions of the program's effectiveness;
parent perceptions of the program's effectiveness
6) to provide recommendations for program improvement and for
the generation of options for behaviorally disordered
adolescents
.
The study was conducted in the following manner. First,
selected educational programs for behaviorally disordered adolescents
that were successful in promoting learning were reviewed. Second, the
researcher conceptualized a model for the development of an alternative
program. Third, the model was applied to create the Alternative
Program.
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The steps in this application were: program assumptions were formu-
lated; aims for the program were inferred from the program assumptions;
student learning needs were identified; goals and objectives were
developed on the basis of these needs; and learning opportunities were
designed and organized to complete the program for field testing.
Fourth, the Alternative Program was field tested with seven selected
adolescents. Finally, the Alternative Program was evaluated to
determine its effectiveness in meeting selected goals and objectives
with the sampled learners
.
An analysis of the evaluation data used to determine program
effectiveness indicated that the Alternative Program was successful in
designing a meaningful learning environment for seven behaviorally dis-
ordered adolescents that represent the types of problems teachers in
schools face when educating youngsters of this nature. Six major
findings of the field test were:
1) All students successfully met the three priority objectives.
Although students met criteria mastery levels, some students
were not able to sustain performance over time.
2) The mean grade-point average one year prior to placement
with the Alternative Program was 1.30. The mean grade-
point average after placement with the Alternative Program
was 1.76, a .46 gain. The average number of credits
earned in one year prior to placement with the Alternative
Program was 17.25. The average number of credits earned
in one year after placement with the Alternative Program
was 27.43, an average gain of 10.43 credits.
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3) Disciplinary referrals were decreased from a mean of 4.86
per student prior to placement with the Alternative Program
to a mean of 2.56 per student after placement with the
Alternative Program.
4) All aspects of the program were rated better than average
by the staff. Outward bound activities, staff communication
and cooperation, consistency, twenty-four hour crisis
intervention, and school-based learning opportunities were
rated between very good and excellent. Community-based
learning opportunities and communication with parents
were rated better than average. The staff felt that all
of the program aims were met better than adequately except
the provision of learning opportunities to develop career
education. Several strengths, among them consistency,
structure, comprehensiveness, and extensive monitoring of
student progress were noted. Weaknesses included lack of
parental involvement, career education, and vocational goals.
5) Students rated better than ’’average" high school classes,
the afternoon program, and recreation. Weekend trips were
rated "average." Although the students felt that the
program helped them, they indicated that they did not want
to continue with the program. School grades, school be-
havior, the ability to work in a group, attitude toward
school, and the use of free time were rated highest among
the changes students noted in their behavior. Going to
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class, home behavior, and increased sense of responsibility
were rated lower.
6) Parents rated all learning opportunities better than average
with community-based learning opportunities and school-based
learning opportunities the highest. They noted improvements
in their child's behavior at school and at home and con-
sidered supervision and monitoring, structure, and the
relationship between the counselor and the student, strengths
of the program. Weaknesses of the program included
communication and the removal of the student from the
academic enviromnent
.
The data suggest that within the parameters of the present study,
the Alternative Program accomplished the aims for which it was designed.
In other words, the Alternative Program appeared to accomplish selected
goals and objectives and provided a unique opportunity that was
successful in meeting student learning needs in a school setting that
might not otherwise have been possible. It is difficult to attribute
the success of the program to any one factor, but rather consideration
is given to the possibility that the interaction of many variables may
have contributed to students' growth within the program. Additional
research needs to be conducted in order to determine the influence of
specific aspects of the program on student achievement and behavior.
Recommendations
This section includes three types of recommendations: recom-
mendations for the improvement of the Alternative Program conceptualized
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and field tested in this study; recommendations for the improvement of
the study; and recommendations for further research on programs for
behaviorally disordered adolescents.
Recommendations for the Improvement of the
Alternative Program
Several recommendations emerged from an analysis of the evalua-
tion data in Chapter 4 for improvement of the Alternative Program.
They are:
1) The Alternative Program should focus for the upcoming year
on a career-education component. From the data, it appears
that students' behavior and social-skill development, al-
though still a priority, could be enhanced with an emphasis
on the skills and competencies desirable for a selected
occupation. Considering that in a few years the students
will be expected to live independently, the need to make
career decisions and to acquire prerequisite work behaviors
is evident. The use of school career resources and more
extensive use of apprenticeships, work-study options, and
field trips is recommended.
2) The Alternative Program should focus on expanding services
to families to increase their participation and involve-
ment. The family has an important role to play in the
development of an adolescent, each family member is a po
tentially significant change agent in the student s life.
Although some parents consistently took advantage of the
1A9
twenty-four hour crisis intervention service and met
periodically with the counselors
,
they seemed reluctant
to be involved to a larger extent. In addition to the
services already offered to families, a parent group is
recommended for the following purposes:
to provide support to parents in dealing with the
problems of behaviorally disordered adolescents;
to assist parents in learning new and different
techniques for helping their child;
to provide a vehicle where parents can share problems
and successes with other parents.
In addition, communication to parents should be improved.
One hundred percent of the parents who completed the
questionnaire indicated on the evaluation questionnaire
that knowledge about the goals and objectives for their
child was extremely important. However, forty percent of
these parents felt that they were only minimally aware of
the goals and objectives.
3) If and when possible, students should be a part of the
decision-making process that now rests almost entirely
with the staff. They should be able to make choices about
recreational activities, field trips, classes, and work
opportunities. While it is recognized that previously
many of the students were unable to demonstrate sound
decision-making skills, the encouragement of supervised
decision making should be emphasized more extensively
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within the curriculum. The structure of the program,
although meaningful for the students, can and should be
relaxed as the learner exhibits additional self-control
and an increased ability to rationally make choices
.
Contracts should be continued and are an excellent technique
for achieving this purpose with the responsibility for the
content of the contract gradually relinquished from the
staff to the students.
4) Inservice training should be made available to the program
staff and to interested regular education staff on techniques
for teaching behaviorally disordered adolescents. Sample
topics include shaping behavior, the principles of re-
inforcement, contracting, teaching social skills, developing
self-control in adolescents, measurement systems for deter-
mining pupil progress, and observational techniques. The
program should continue to host weekly curriculum meetings,
psychiatric consultation meetings
,
and support groups
.
5) The evaluation procedures should be improved for the upcoming
year. First, emphasis should be placed on obtaining a better
f0turn from parents and students on the evaluation question-
naire. The parent group itself could be an additional data
source for evaluating the program and could provide a time
when parents could be asked to complete the questionnaire.
If the return rate of the parent questionnaire is still low
after follow-up, consideration should be given to conducting
personal and/or telephone interviews with parents. Second,
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the completion of the evaluation questionnaire by students
should be required. Since students in the present study
were influenced by other students in a group setting, it is
recommended that each student be given the questionnaire
individually allowing time and, if necessary, assistance to
complete them. Third, it is recommended that interviews be
conducted throughout the program to judge its effectiveness
formatively and to make revisions and improvements during
the program's implementation.
6) A follow-up study of the students within the present study
is recommended to assess the long-range effects of the pro-
gram and to substantiate the generalization of student
achievement in selected areas. The program in the present
study was designed to gradually fade students out of the
program while maintaining communication and coordination
with the student and his/her teachers. It is recommended
that this type of follow-up be implemented and that the
students are followed throughout their school careers and
into the first few years of independent living.
These six recommendations for improvement of the Alternative
Program will enhance the quality of the program and will make use of
the decision-making process that is built into the model for an alter-
native program.
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Recommendatioas for Improvement of the Study
Six recommendatioas for the improvement of the present study are
advanced. They include:
1) The model for the development of an alternative program
could be improved by including students and parents more
rigorously in identifying student learning needs, goals,
and objectives, and learning opportunities. Parents and
family members are excellent data sources for assisting the
school in determining their child’s educational needs and
for designing appropriate learning opportunities. However,
as in the present study, some parents, for a variety of
emotional reasons and time constraints
,
were unable to
participate to a large extent. Therefore, it is recommended
that the model include the parents while being sensitive to
the needs of the family and to the extent that they are able
to participate.
2) The needs identification process within the study could be
improved. It is suggested that multiple measures be used
in the future to identify needs including standardized
tests, diagnostic information, and the informal observation
and assessment of student-learning needs. The family and
student him/herself should be considered as data sources
for determining needs in addition to the professional
education staff who participated in the present study.
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3) The niunber of students sampled was seven. Increasing the
number of students in the field test would improve the
study. It is difficult with so small a sample size to
suggest with a high degree of confidence that the Alternative
Program conceptualized and field tested in this study is
appropriate even for students with similar difficulties.
4) Methodological problems with control and instrumentation
are apparent in the study. Without a control group or
random selection of the students
,
the resulting data will
not generalize beyond the students in the sample. The
study could be improved by randomly selecting a group of
behaviorally disordered adolescents for the program and
by retaining a control group that would yield difference
scores and eliminate the possibility of other variables such
as maturation accounting for behavior change.
5) The study could be improved by establishing reliability
for the measurement of selected student objectives. Pro-
gram and regular education staff collected the data on
achievement of student objectives. The participating staff
were minimally trained to observe and reliably judge behavior.
A more extensive inservice training is recommended to train
observational skills. Frequent reliability measures should
be reported and baseline data that clearly substantiates a
student’s need should be charted.
6) Increasing the length of time for the field test would improve
the design of the study. Four months is a small amount of
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time to judge student growth and to evaluate the positive and
negative aspects of the program's effectiveness. For the
study to be stronger, a year is recommended as a minimum
length of time with follow-up of students as they leave the
program.
The preceding recommendations for improvement of the study, if
actualized, would make a difference in the way the data are applied
to the field of special education. Although the present research is
important, with the suggested modifications the research could be more
influential in the development of alternatives for students exhibiting
behavior problems in the schools.
Recommendations for Further Research
Many priorities for future research in special education of be-
haviorally disordered adolescents emerge. They are;
1) An obvious and important priority for special education
is the continued development of a continuum of programs
for behaviorally disordered adolescents. A paucity of
information exists within the literature on programs for
secondary youth who are alienated from the school. More
importantly, programs that involve the home, the community,
and the school are pitifully short of what is needed. Now
is the tine to develop, implement, and evaluate a whole
continuum of educational alternatives for today's secondary
youth.
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2) Research on the efficacy of residential, day, and main-
stream programs for behaviorally disordered adolescents
is another recommended direction for further investigation.
Although many theorists have ideas about successful programs,
the testing of those programs has not conclusively been
accomplished. Efficacy research could be conducted by
selecting a stratified random sample of students who are
in residential, day, and mainstream programs. Careful
consideration should be given to matching students according
to the variables of intelligence, age, grade, length of time
in the program, family constellation, and severity of the
handicap. By using a pre-post research design or an ABAB
research design, data on student achievement and behavior
could be obtained.
A
t-test could then be used to
test for significant differences. It is important to
consider efficacy research in the development of special
education programs to assist educators in the decision-
making process with regard to placement decisions, in-
structional methodologies, and behavioral interventions.
Too often, the state of the art reflects professional
ideas about what is good for handicapped students. What
is important is the use of scientific data for making
sound decisions that can move the field forward positively
and constructively.
3) The development of measurement systems that are
sensitive
to individual growth and development is another future
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direction for special education research. Too often,
students are judged on end-of-the-unit tests or semester
examinations. For students with emotional and/or behavioral
difficulties, these traditional methods of evaluation are
inadequate. Educators need to learn additional techniques
to measure student progress and to make instructional
decisions based on an analysis of the individual evaluation
data. The use of continuous measurement systems and the
rate of a learner's growth over time is a subject for
further study. Halpern suggests that the quality of
educational programs for secondary students could be
improved by attending to the development of more precise
methods of student evaluation. Until programs are more
able to directly measure behavior, there will be few methods
available to judge reliably the program's effectiveness and
the behavior change of its students. Precision teaching,
a method of planning and evaluating instructional programs,
uses time-based criterion-referenced measurement systems to
evaluate student growth.®^ Data are translated into rates
of behavior and charted on logrythmic paper that is sensitive
to even the smallest degree of change. The field of precision
teaching is relatively new and lends itself to a variety of
research options that first refine the system, then provide
the necessary sensitive measure that allows schools to judge
more accurately the quality of education. Research on
measurement systems can be accomplished by first analyzing
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and defining behavior precisely; second, designing a system
to judge the quantity of a certain behavior; and third, con-
ducting reliability studies to see how accurate different
people's perceptions of the behavior are. Further, the
effects of special education legislation need careful and
complete monitoring. More frequent and continuous procedures
for judging the quality of services to handicapped stu-
dents need to be developed for the purposes of improving
the quantity and quality of education.
4) Research on teaching effectiveness and successful teaching
styles for behaviorally disordered youth would add knowl-
edge to the field of special education. One way to conduct
research on teaching effectiveness is to determine teaching
behaviors in the literature that make a difference in
student learning. One such behavior is "praise."®^ By first
developing a reliable observation system to judge a teacher's
delivery of praise and then controlling that teacher's use
of praise, the following hypothesis could be tested:
"there is no difference in student learning between
teachers who use praise and teachers who do not use
praise." The research is significant because it could
identify those teaching skills and behaviors that are most
effective in promoting learning. Once identified, the
efficiency and effectiveness of teachers could be improved
and institutions of higher education could train teachers
better to behave in ways that make a difference in student
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^chieveroent.
. It would also lead to a fairer and more
comprehensive system of teacher evaluation within applied
settings
.
5) The role of the family in the education of adolescents is
yet another subject for further research. What degree of
involvement should the schools expect from the parents?"
and "what degree of involvement should the parents expect
from the school?" are two questions that need further
attention. One way to carry out a study of this nature
is to correlate the degree of parents' interest in
being involved in the schools with the degree to which they
actually are involved. First, a questionnaire assessing
the degree to which parents would like to be involved in
the schools should be validated, field tested, and
distributed. Next, a questionnaire assessing how involved
parents actually are in the schools should be validated,
field tested, and distributed. If a discrepancy exists be-
tween the scores, action can then be taken to remedy that
discrepancy. Similarly, the extent to which the schools
want parents involved and the extent to which the schools
perceive the parents are involved could be correlated. A
study of this nature would answer questions about the role
of parents in the schools and could suggest directions for
improving parental involvement.
6) The relationship between knowledge about behavior problems
and the attitude of teachers toward the student with
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behavior problems requires further investigation. One way
to carry out this study would be to administer a question-
naire
,
such as the Rucker-Gable Educational Programming
Scale, to determine teachers’ knowledge and attitude toward
specific disabilities. The data resulting from this study
could assist special educators in designing strategies and
inservice training that would increase people's knowledge of
a disability and their attitudes and stereotypes toward that
disability, thus creating more accurate expectations and
differential teaching approaches for "special needs"
students
.
7) Student perceptions of their own behavior is a final topic
for suggested research. Often, students are not aware that
they are behaving in different or inappropriate ways.
The study could be conducted by administering a question-
naire to students about their perceptions of their own
behavior. A similar questionnaire should be distributed
to parents and teachers about the student's behavior. The
results of both questionnaires could then be correlated.
The study would lend a different perspective for determining
specific intervention strategies that would involve the
student and would be directed at changing the student's
perceptions, thus perhaps changing his/her behavior.
The suggested directions for further research are only a small
sample of the studies that could be conducted to add knowledge to the
field of special education and more specifically to the population of
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students who exhibit behavior problems. For education to move in a
positive direction in meeting the mandates for equal education and
quality education for handicapped youth, time, money, and resources
should be allotted for carrying out such worthwhile research.
Practical Considerations for Implementing Programs
for Behaviorally Disordered Adolescents
Three practical considerations for the implementation of programs
for behaviorally disordered adolescents are postulated. They are:
1) Prior to the development of any program, the educational
environment should be prepared for change. This preparation
can be accomplished in two ways. First, school personnel
should be involved at the beginning stages of program
development and throughout the program's implementation.
Factors to consider when involving teaching personnel are
teacher time, energy, and attitude toward change. The
purposes of any new program should be carefully defined and
understood by the educational staff. In addition, information
about the nature of the behaviorally disordered adolescent
should be provided. Second, providing the necessary support
and reinforcement throughout the program's implementation will
increase the probability of the educational environment being
ready for change. For special education improvement within
the public schools, federal, state, and local educational
agencies will have to carefully assess the needs of their
systems and plan in accordance with the degree of readiness
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exhibited by individual teachers, schools, systems, and
states. If readiness is defined as "preparation to act,"
then special education must continuously monitor that
"readiness state" and take action to insure its preparation.
2) Efforts should be made to minimize the labeling of students
within special programs. Perhaps the most important point
to remember with regard to labeling is the purpose that
labels are designed to serve. Monitoring the process with
regard to that purpose then becomes the safeguard against
its misuse. Another important point to remember is that
perhaps the performance, causative diagnosis, and
etiology are bound together with prognosis. "The only
relevant criterion governing categories for special
educators is prognosis, i.e., what can and will the learner
do?"62
3) Special education inservice and preservice training is
another practical consideration for implementing programs
for behaviorally disordered adolescents. Regular classroom
teachers need additional expertise to accommodate the special
needs of students. Universities and state teacher-training
programs need to link v/ith the public schools to offer
courses to meet the changing needs of classroom teachers.
In addition, for improved special education services within
the public schools, preservice programs need to be re-
defined. Special education methods and materials need to be
incorporated into elementary and secondary teacher-training
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programs as well as for those trained in special education
Some of the teaching skills and competencies that higher
education should attend to in order to prepare teachers to
provide comprehensive and responsive services to handicapped
students include
:
1) knowledge about theories relating to exceptional children
and the education systems designed to meet "special
needs"
a) understanding the philosophical and historical
perspectives of special education
b) understanding the theories of child growth and
development
c) knowledge of alternative teaching methods and
materials relevant for a range of ages and dif-
ficulties experienced by children and adolescents
2) application of specific skills derived from theory
a) the ability to administer, score, and
interpret standardized and informal assessment
instruments and procedures
b) the ability to design curriculum relative to
identified needs of students, inclusive of goals,
objectives, instructional methodologies, and
strategies for implementation
c) the ability to translate assessment data into
prescriptive programs
d) the ability to manage and implement prescribed
educational programs for individuals and groups
f) the ability to utilize theoretical knowledge for
behavior modification and management, and to
utilize information on social and emotional
growth and development to attend to the learning
needs of children and adolescents
g) the ability to observe classroom behavior, to
diagnose problems, and to design appropriate
programs based on the classroom observations
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h) the ability to organize environments for learning
and to organize a classroom setting that accom-
modates individualized instruction
i) the ability to evaluate student learning and to
utilize evaluation data for program improvement
and revision
j) the ability to participate as a team member in
developing, coordinating, implementing, and com-
municating programs.
The need to implement more effective alternatives for behavior-
ally disordered secondary students is obvious. The key to successful
programs for "special needs" youth is the careful design of staff
development that assists educators in understanding the needs of its
learners and increases their knowledge base about different programs
and methods for responding to behaviorally disordered adolescents. In
short, careful attention should be given to teacher attitudes and to
readying the environment for change.
Closing
Educators are faced with the difficult problem of meeting the
needs of behaviorally disordered students within the parameters of the
existing secondary schools. Those who work in schools are obligated
to figure out ways to make their institutions more effective in
serving this "special" section of the school population. The present
research contributes in a small but important way to the efforts of
schools to be responsive and to create an educational environment
that
attends to the academic and personal needs of behaviorally
disordered
adolescents. The compelling issue at hand is that schools
must face the
responsibility for their youth rather than simply shuttling
students off
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to other agencies. The intent here is not for educators to take on
additional responsibilities at a time when contemporary society is
overburdening the schools. Rather, the important message in this study
is that in order for our educational institutions to meet their
responsibilities in a democratic society, the schools must integrate
adolescents who seem to be disconnected from the schools into the
ongoing educational environment for learning without segregating them
from the very social and academic conditions in which they are expected
to function constructively and meaningfully. If educators ignore their
responsibilities to these youth, the schools will overlook the
possibility that the educational environment is a contributing factor
in this behavior. Educators must accept their responsibilities for
adjusting and altering the educational conditions in order to match
the learning environment with the unique characteristics of its
learners. Only then will the schools have moved in a positive direction
toward maintaining equal educational opportunities in contemporary
society for all learners, even for those who are a bit different from
the others
.
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PROGRAMS REVIEWED
FOR
BEHAVIORALLY DISORDERED ADOLESCENTS
Airline Park School Autistic Services
*Alternative Opportunities Program
An Educational Model for Autistic Children
Children's Behavioral Services
*Delinquency Prevention Center Program
Diagnosis and Treatment of Childhood Depression
*East Detroit High School Resource Services
*Edgewood Children's Center
^Education in Living
*Educational Resource Center Project
*Green Bay's Cooperative Approach for Programming for
Emotionally Disturbed Children
Group Music Program for Autistic-Like Children
*Jordon Resource Center
Lafayette Program for Emotionally Disturbed/Learning
Disabled Students
*Madison School Plan
^Minneapolis Public School Program for Students with
Serious Adjustment Problems
North Durham County Re-education Project
North Metro Children's Services
^Project Speed
*Project Spring
^Programs referenced within this study
Severe Behavior Disorders
St. Paul's Program for Social Development
*School within a School Program
Central Kentucky Re-education Program
The Learning Place
The Re-education School of Kentucky
*Programs referenced within this study
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STUDENT LEARNING NEEDS
Social Skills
Accepting consequences of own behavior
Appropriate peer interaction
Appropriate modes of communication
Initiating responsible behavior
Appropriate adult interaction
Appropriate compliance with authority (community, home, school)
Honesty
Respecting rights of others
Respecting property of others
Accepting criticism from others
Dealing with frustration
Accepting responsibility
Promptness, punctuality
Helping others
Use of leisure time
Game skills
Hygiene
Appropriate dress
Leadership
Appropriate manners
Accepting praise
Increasing emotional independence
Living Skills
Effective decision making
Examining self strengths and weaknesses
Appropriate compliance with authority
Honesty
Respecting rights of others
Respecting property of others
Taking risks
Locating community resources
Use of telephone book, newspaper, telephone
Dealing with frustration
Promptness, punctuality
Self pacing
Use of leisure time
Accepting failure
Hygiene
Appropriate dress
Proper money management
Examining oneself
Leadership
Accepting praise
Exploring vocations - future planning
Living Skills
Increasing emotional independence
Job preparation skills
Job hunting and acquiring skills
Learning and Critical Thinking Skills
Accepting consequences of own behavior
Effective decision making
Problem solving
Examining self strengths and weaknesses
Initiating responsible behavior
Taking risks
Use of telephone book, library, etc.
Accepting criticism from others
Dealing with frustration
Accepting responsibilities
Job preparation skills
Job hunting and acquiring jobs
Increased awareness of personal attitudes
Self pacing
Identifying alternatives to specified situations
Accepting failure
Time management
Clarifying values
Examining oneself
Consumer education
Examining self learning style
Accepting praise
Exploring vocations, future planning
Increasing memory tasks
Motor Skills
Body awareness
Constructive motor skills
Gross motor skills
Use of leisure time
Fine motor skills
Hand/eye coordination
Game skills
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NEEDS IDENTIFICATION QUESTIONNAIRE
Imagine that the learning needs of the students selected for the
Alternative Education Program are met. Read each item below. If the
item is one that you believe the selected students need, place a check
in the space provided to the left.
After you have completed placing checkmarks by each item, go
back over the list and circle the numbers of five (5) most important
learning needs for the students selected for the Alternative Education
Program.
Thank you for your time and energy in completing this question-
naire .
1.
accepting criticism from others
2.
examining oneself
3.
dealing with frustration
4.
hygiene
5.
appropriate manners
6.
appropriate dress
7.
appropriate peer interactions
8.
appropriate adult interactions9.
appropriate compliance with authority10.
honesty
11.
accepting responsibility
12.
completing assigned tasks
13.
initiating responsible behavior
14.
leadership
15.
helping others
16.
accepting consequences of own behavior
17.
promptness, punctuality
18.
respecting the rights of others
19.
respecting the property of others
20.
locating community resources
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21. use of the telephone book, newspaper, library, etc. for
locating information
22.
proper money management
23.
self-pacing
24.
consumer education
25
.
time management
26.
problem solving
27.
use of leisure time
28.
identifying alternative actions to specified situations
29.
increasing memory tasks
30.
examining self learning style
31.
effective decision-making
32.
accepting failure
33.
taking risks
34. examining self strengths and weaknesses
35.
clarifying values36.
gross motor skills
37.
fine motor skills
38.
body awareness
39
.
hand-eye coordination
40.
game skills
41.
constructive motor skills
42.
appropriate modes of communication
43.
job preparation skills
44.
job acquiring and hunting skills
45.
increasing emotional independence
46.
exploring vocations - future planning
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STAFF EVALUATION QUESTIONNAIRE
Please use the following key to answer question I. Check the appropriate
box.
KEY: 1 - To the maximum extent 4 - Mipimally
2 - To a large extent 5 - Not at all
3 “ Adequately 6 ~ No chance to observe
I. To what extent do you feel the program accomplished the following
goals?
A. The provision of learning
opportunities to develop
1. Academic skills 1 2 3 4 5 6
2. Career education (knowledge
about career choices) 1 2 3 4 5 6
3. Pre-vocational skills (work
behaviors) 1 2 3 4 5 6
4. Social skills 1 2 3 4 5 6
The provision of an environment that was:
1. positive, encouraging
constructive learning 1 2 3 4 5 6
2. predictable for the students 1 2 3 4 5 6
The provision of opportunities to:
1. learn occupational attitudes and
appropriate work behaviors 1 2 3 4 5 6
2. work in team situations 1 2 3 4 5 6
3. work for the community (for example,
working at the conservation commission
or the Senior Citizen's Home) 1 2 3 4 5 6
The provision of
1
.
daily monitoring of student progress 1 2 3 4 5 6
2. an opportunity for students to cooperate
with the family 1 2 3 4 5 6
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3. au opportunity to utilize recreational
activities for positive use of students'
leisure time. 123456
To what extent did you note improvements in students’ behavior
while they were in the Alternative Program?
excellent
improvement
good
improvement
adequate
improvement
very little
improvement
no no chance
improvement to observe
III. To what extent did you note improvements in students' attitudes while
they were in the Alternative Program?
excellent good adequate very little
improvement improvement improvement improvement
no no chance
improvement to observe
To what extent did you note improvements in students' academii
performance while they were in the Alternative Program?
excellent good adequate very little
improvement improvement improvement improvement
no no chance
improvement to observe
V. Please list any other significant student improvements:
VI. Are you familiar with the curriculum of the Alternative Program?
Yes No Somewhat
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VII. How would you rate the Alternative Program's curriculum?
Excellent Very Good Average Poor Very Poor No Knowledge to
Judge
VIII. Would you like to see the program continue?
Yes Yes, with modifications No
If you checked yes, with modifications or no, please elaborate:
IX. My overall rating of the Alternative Program is:
Excellent Very Good Average Poor Very Poor
X. Please rate the quality of the following aspects of the program
by placing a checkmark in the appropriate box.
VERY VERY NO
EXCELLENT GOOD AVERAGE POOR POOR KNOWLEDGE
A. School based
learning oppor-
tunities
(mornings)
Comments
B. Community based
learning oppor-
tunities
(afternoons)
Comments
C. Recreational
learning oppor-
tunities
Comments
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EXCELLENT
VERY
GOOD AVERAGE
VERY
POOR POOR
NO
KNOWLEDGE
D. 24-hour-crisis
intervention
Comments
E
.
Outward bound
activities (weekend
and/or
day trips
Comments
F. Staff
commvinication
Comments
G. Communication
with
parents
Comments
H. Coordination
in
school
Comments
I. Coordination be-
tween the
counselors
and school
staff O
Comments
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EXCELLENT
VERY
GOOD AVERAGE
VERY
POOR
NO
POOR KNOWLEDGE
J . Coordination
between the
counselors
,
school and
home
Comments
Cooperation
between
staff
Comments
Consistency
among the
staff toward
student
behavior
Comments
XI. Please list any strengths you see in the Alternative Program:
XII. Please list any weaknesses you see in the Alternative Program:
XIII. What recommendations do you have for the program's improvement?
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XIV. Additional Coaunents
:
Thank you for your time and effort!
Barbara Brown
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St.udeQt. Evaluation Questionnaire
We are evaluating the Alternative Program and would like to know
your feelings about the program.' Please answer the following question-
naire honestly and openly. You do not need to sign your name. Thank
you for your help.
1.
Did you enjoy the Alternative Program? Yes No
Why or why not?
2. Has the Alternative Program helped you? ^Yes ^No
How or how not?
3. Would you like to continue in the Alternative Program?
Yes No
4. How would you rate your
native Program?
Excellent
Improvm'
t
improvement since being in the Alter
Very
Good
Improvm'
t
Average
Improvm'
Poor
Improvm'
t
Very
Poor
Improvm'
t
A. School grades
B. School Behavior
C. Home Behavior
D. Attitude toward
School
E. Going to Class
F. Completing
Assignments
G. Ability to work
in a group
H. Use of free time
I. Sense of Respon-
sibility
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Please rate the following aspects of the Alternative Program
Excellent
Very
Good Average Poor
Very
Poor
High School Classes
Afternoon Program
Rec. Night
Weekend Trips
My overall rating of the Alternative Program is
:
excellent very good average poor very poor
7. Please list what you liked about the Alternative Program.
8. Please list what you did not like about the Alternative Program.
9. If you were running the program, how would you run it
differently?
Why so?
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PARENT QUESTIONNAIRE
Please answer the following items to the best of your knowledge by
checking the appropriate box.
1. The community based learning opportunities (afternoons) Alternative
Program is:
excellent very good average poor very poor don’t know
2. The school based learning opportunities at the high school in
conjunction with the Alternative Program are:
excellent very good average poor very poor don't know
3. The recreational activities provided by the Alternative Program are:
excellent >very good average poor very poor don't know
4. To what extent are you aware of the general and specific goals for
your child?
to a large to a great to some extent minimally not at all
extent extent
5. To me, knowledge about the general and specific goals for ray child
are
:
extremely very important minimally not at all
important important important important
6. To what extent did your child benefit from the Alternative Program?
to a large to a great to some extent minimally not at all
extent extent
7. Would you like to see your child continue in the Alternative Program?
Yes No
8. How well informed has the program staff kept you regarding the pro-
gram and your child's progress?
very well well adequately inadequately have received
informed informed informed informed no communication
200
9. How well informed has the Resource Teacher kept you regarding the
program and your child's progress?
very well well adequately inadequately have received
informed informed informed informed no communication
10. Did you meet with the Counselor on a regular basis?
Yes No
11. How regular?
^weekly ^biweekly ^monthly other, please specify
12. How helpful were the meetings?
to a large to a great to some extent minimally not at all
extent extent
Why or why not?
13.
Do you feel your child benefited from the Alternative Program in
the following areas? Please check the appropriate category.
substantial
improvement improvement
no
change
somewhat
worse
a great deal
worse
A. school grades
B. behavior at school
C. behavior at home
D. use of leisure time
E. attitude toward
school
F. academic performance
G. social skills
H. better sense of
responsibility and
purpose
14.
Please list any other improvements or changes that you noted.
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15. My overall rating of the Alternative Program is:
°
excellent very good average poor very poor
16. How would you as a parent rate the following aspects of the Alter-
native Program?
Very
Excellent good
A. Overall organization
B. Communication with
parents
C. Coordination with
parents
D. Relevance of the
program
E. Recreational
opportunities
F. Weekend and day
trips
G. Work activities
H. Academic classes
17. Please list any strengths you see in the Alternative Program.
Very No Knowledge
Average Poor poor to Judge
18.
Please list any weaknesses you see in the Alternative Program.
19.
What recommendations do you have for the program's improvement?
20.
Additional Comments:
THANK YOU FOR YOUR TIME AND EFFORT!

